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Abstract
Understanding Hispanic Parent Experiences of Participation in Children’s Special
Education Programming. Ana Katrina Ramirez, 2022: Applied Dissertation, Nova
Southeastern University, Abraham S. Fischler College of Eduation and School of
Criminal Justice. Keywords: Hispanic, participation in special education, parents of
middle school children with disabilities, parent involvement in special education
The problem of the applied dissertation was parents who have children with disabilities at
the target middle school are not fully involved in their child’s IEP educational planning.
The purpose of the qualitative study was to understand Hispanic parents’ experiences
with participating and contributing to the education of their children who are in the
special education program. The study explored parent involvement in the process of their
children’s Individualized Education Plan. It explored the issues Hispanic parents face
when becoming involved with their child’s education and working with the school.
Parent participation in Individualized Education Plan (IEP) meetings with schools is
mandated by the federal law, Individuals with Disabilities Education Act (IDEA).
Nonetheless, Hispanic parent involvement in the student’s plan is unilateral because
decisions are mainly made by schools rather than shared discussion by both parent and
school personnel. The issue of parent involvement in the special education process
becomes more complicated when recognizing the diverse aspects of our growing society.
Hispanic parents of children with disabilities may not fully participate in IEP meetings
with schools because of language barriers, communication and language barriers between
parents and the school, lack of education, cultural and moral beliefs, and/or flexibility of
work schedule. Also, Hispanic parents may be unaware that they have legal rights under
IDEA federal law.
The data collected revealed 3 central themes of parents trust with teachers/school
personnel; familiarity/knowledge of IEP; and culture influence. The 5 Hispanic parents
participated in the study by interview. They demonstrated being actively involved in their
children’s IEP meetings and development. When they feel welcomed by their children’s
teachers, the parents indicated that they could trust the teachers and confide in them. The
participants believed they could actively make decisions for their child and did not feel as
if their culture played a role. The 5 Hispanic parents with children in the special
education program demonstrated and concurred with Hoover-Dempsey and Sandler’s
parental self-efficacy motivator (Hoover-Dempsey et al., 2005).
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Chapter 1: Introduction
Statement of the Problem
Parents are a child’s first teacher and are a major stakeholder in their development
and education. With the onset of formal education, however, other adults including
educational professionals enter children’s lives. When children enter the world of
kindergarten, there becomes a critical need for communication and collaboration between
the home and school. Research has found that positive relationships between home and
school is an important factor in helping children achieve academic success as well as
social and emotional development (Dwan, 2017). One of the most important factors in
the collaboration between home and school is parental involvement, especially for
children with disabilities who may require more intervention due to their unique
situations (Harris & Robinson, 2016).
Students With Special Rights
Students who have been identified as having special rights (i.e. physical
disability) often require more special education programming. This type of programming
is appropriate when a student’s needs cannot be accommodated or supported in a general
education classroom. Special education is an instructional program tailored to meet the
unique needs of individuals with disabilities (Gargiulo & Bouck, 2018).
Students with special rights may require a setting in a special education classroom
where their unique needs will be met. In other circumstances, students may benefit from
being in the general education classroom with supports such as accommodations and
modifications. These types of supports allow for students with disabilities to be
successful in their education and development. Many times, students with disabilities
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may require related services such as speech, physical, and occupational therapy.
According to Public Law 108-445, which is the Individuals with Disabilities Education
Improvement Act of 2004, disabilities are grouped according to their specific disability
categorization. There are 13 categories recognized and include the following: (a) autism;
(b) deaf-blindness; (c) developmental delay; (d) emotional disturbance; (e) hearing
impairment including deafblindness; (f) intellectual disability; (g) multiple disabilities;
(h) orthopedic impairments; (i) other health impairment; (j) specific learning disabilities;
(k) speech or language impairments; (l) traumatic brain injury; and, (m) visual
impairments including blindness (Gargiulo & Bouck, 2018). Children who are found to
have one or more of these disabilities meet eligibility requirements to receive special
education services.
Increased Need for Special Education Programming
There has been a dramatic increase in the need for special education programming
over the last 40 years. For example, approximately 3.7 million or 8 % of the school
population of students with disabilities between the ages of 3 to 21 received special
education services in the United States during 1976-1977 school year (Wilmshurst et al.,
2010). According to Due (2021), during the 2016-2017 school year, nearly 6.05 million
students in the United States between the ages of 6 to 21 received special education
services. In addition, there were 372,896 (3.1%) infants and toddlers (birth through 2
years) who were served under Individuals with Disabilities Education Act (IDEA). In
2016-2017 school year, learning disabilities accounted for approximately 4 out of every
ten pupils or 36.6% with disabilities (Gargiulo & Bouck, 2018).
In the mid-1970s, the United States Congress recognized that children with
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disabilities had a right to receive free and appropriate education regardless of their
challenges. Congress passed its first bill for children with disabilities entitled the
Education for All Handicapped Children Act of 1975, also known as Public Law 94-142
(Zettel & Ballard, 1979). Subsequently, the act was renamed the Individuals with
Disabilities Education Improvement Act (IDEA 2004). The purpose of the law is to (a)
ensure that all children with disabilities have access to a free appropriate public education
in the least restrictive environment; (b) assure the rights of children with disabilities and
their families are safeguarded; (c) support states and local agencies in providing
education to children with disabilities; and (d) evaluate and assure the efficiency of
efforts to teach all children with disabilities (Larios & Zetlin, 2012). This law gave rights
not only to children with disabilities but to their families as well. With this education
improvement act, every student who meets eligibility to receive special education
services is required to have an individualized education program, also known as an IEP.
Individualized Education Program
An individualized education program is a specially designed plan that addresses
and meets the unique needs of the student and family (Gargiulo & Bouck, 2018).
Individualized Education Programs (IEP) are created by a multidisciplinary team who
develops the plan in the best interests of the student with disabilities. The members of the
IEP team include parents, special education teachers, general education teachers, campus
administrators, assessment personnel, speech language pathologists, related services
personnel (i.e., physical therapist and occupational therapist) and any other individuals
who interact, work, and service the student.
In Individualized Education Plan meetings, parent participation is required by the
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Individuals with Disabilities Education Improvement Act (IDEA 2004). Parents are
considered as members of the IEP committee and are key in sharing important data about
their child receiving special education services (Kurth et al., 2019). Parents partner
together with their child’s school in making important judgments about services and the
way they will be provided. This also includes academic and developmental goals,
supports, and the placement in which the student will receive services. Research has
shown, however, a continual lack of parent input in IEP committee member decisions.
The pivotal research work of Fish (2008) suggested that decision making is primarily
controlled by education professionals during early childhood and throughout the school
years leaving parents with little voice in their children’s education. To compound the
situation, parents are sometimes hesitant in considering changes to services suggested by
school personal (Elbaum et al., 2016). Subsequently, IEP committee decisions are
frequently seen as one-sided because decisions are mainly made by schools rather than
collective decisions made with all concerned—including families (Hancock et al., 2017).
A case study by Ruppar and Gaffney (2011), for instance, discovered that targeted
parents spoke about 14% of all intervals observed compared to the school’s professionals
who spoke 86% of the time during the observed intervals in the IEP meeting.
Educators Control IEP Decisions
There are several reasons why educational professionals control IEP decisions.
The first reason is school personnel and parents do not equally share standings in the IEP
team (Kurth et al., 2019). School professionals are typically seen as the experts in
education while parent knowledge is often viewed as insignificant and, therefore,
disregarded. Additionally, Love et al. (2017) found that education professionals tend to
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ask for parents to agree with IEP plans that are written by them before experiencing a
genuinely collaborative process between school and parent. Another reason why
educators control the IEP decision-making is the lack of parent participation. Kurth et al.
(2019) found that parents were not present at 10% of the scheduled IEP meetings. The
lack of parent participation in IEP meetings and decision-making, according to Kurth and
colleagues, is especially evident with Hispanic parents.
Hispanic Parents Unaware of Legal Rights
Hispanic parents may be unaware that they have legal rights under the Individuals
with Disabilities Education federal law. Larios and Zetlin’s (2012) research stated that
minority parents often make the decision to neglect themselves from the IEP process
because of inferior feelings and the idea that they have little to no value on their child’s
academics. This leads to an increasing mistrust of the school system. Some parents may
feel overwhelmed with the school’s expectations and are fearful of the part they may be
asked to play during the IEP process. Larios and Zetlin also found that minority parents
give great respect to school professionals and, therefore, will not challenge or question
their authority. Hispanic parents may feel as if school professionals, because of their
education and experience, make the best decision-makers in their child’s education and
development.
Hispanic Parent Involvement Due to Language and Communication Barriers
The issue of parent involvement becomes more complicated when recognizing the
diverse aspects of our growing society. Although the law may necessitate for schools to
involve parents in planning an individual education program for their child with
disabilities, some Hispanic parents may opt out from being involved. The lack of
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Hispanic parent involvement could be due to language barriers, lack of communication
between parents and the school, and/or lack of education of parents. Zamora (2015), for
example, discovered a lower participation of Latino Spanish-speaking parents in
Individual Education Program (IEP) meetings than English-only parents in California.
Additionally, Larios and Zetlin’s (2012) research study found that 4 out of 8 Spanishspeaking families lost meaning and did not understand the essences of IEP meetings
because school professionals did not consider the language barrier. It seemed that parents
who needed an interpreter appeared to be a problem for the school as well as having to
provide forms in the parent’s native language. Thus, it is significant to recognize the
experiences of Hispanic parents with participating and contributing to the education of
their children in the special education program.
Research Problem
The problem was parents who have children with disabilities at the target middle
school located in a southwestern state are uninvolved in their children’s IEP educational
planning as measured by the school’s attendance records with approximately 10% of
parents not attending IEP meetings. For the past 2 decades, parental involvement has
been a major element of school federal education policies and reform efforts. The No
Child Left Behind Act (NCLB) of 2001 stated that parental involvement positively relates
to the academic success of children and therefore aims to increase parental involvement
(Harris & Robinson, 2016). Parent participation in the decision making of an appropriate
educational program for children who receive special education services is not only
recognized but also required by special education law, IDEA 2004 (Lalvani, 2012).
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Background and Justification
Several studies examining the parental participation of Hispanics in special
education revealed that parent participation is low (Lynch & Stein, 1987; Sontag &
Schacht, 1994; Torres-Burgo et al., 1999). Torres-Burgo et al. (1999) found that Hispanic
parents of children with disabilities were indeed at risk of being poorly treated by their
child’s public school. The study also found that many parents were not asked if they
understood the proceedings of the IEP meeting, nor did they have their rights explained
to them in their native language.
Montelongo (2015) conducted a qualitative study in California where Latino
parents were interviewed on their perception of the IEP process for their children. These
parents were either born in Mexico and migrated to the United States or were born in the
United States but have limited education. Additionally, some of these parents stated that
they were bilingual, and others required a translator. These kinds of demographics are
also true for most Hispanic parents who live on the Texas-Mexico border. Montelongo
found that Latino parents in California described their experience during IEP meetings as
a lucha or a fight in English. These parents indicated that not only do they struggle
because their native language is not English but also because of the observed biased
beliefs held by the education personnel who should work collaboratively with them
(Montelongo, 2015). According to the research of Montelongo, parents reported they felt
that the educational professionals assumed they would not fight back. This study found
that there is a need for cultural and linguistic understanding in educational professionals
working with Latino parents. It is crucial for parents with children with disabilities to
learn how the system works so that they can be be entirely included in their child’s
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education.
Gonzales (2016) studied the socioeconomic status and reading scores of English
Language Learners (ELLs) in the special education program. The research advised that
minority families sometimes do not share similar values and views as their non-English
Language Learner parents. Also, researchers Hidalgo (2000) and Irizarry (2009) have
both probed the theory that minority parents do not participate in their child’s education
because they do not have the motivation to do so. Lopez (2001), however, argued that
minority families do, in fact, value education.
Krach (2004) conducted a study in collaboration with the Texas Education
Agency (TEA). The study compared the parental perception of participation in special
education of White and Hispanic families. It fixated on the matters about rights of parents
with children in special education (Krach, 2004). Krach noted that Epstein’s (1996)
explanations of parental involvement was not suitable of Hispanic parents with views on
involvement. The findings of this study were compared to past findings of other studies.
Krach reported in her findings that very few items in the study were found to be different
between the views of Hispanic parents when compared to the views of White
counterparts. Krach stated that further research should focus less on parental perceptions
and more on visible behavior. Another suggestion was to create more suggestions on
positive home/school interactions.
Deficiencies in the Evidence
Much of the research studies found regarding Hispanic or Latino parental
involvement in special education were conducted in the early 2000s and earlier. Also,
despite the documented acknowledgment of the importance of parental participation,
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there are still gaps between literature on parental involvement and relationships with
schools. Even with defining parental involvement, parents are not motivated or involved
in their child’s education because there are always barriers and challenges to parenting,
especially with parents who have children with disabilities (Green et al., 2007).
Furthermore, issues relating to the lack of parental involvement can be unclear
sometimes. It is imperative to recognize the Hispanic culture and what Hispanic family’s
value regarding their child’s education, especially a child with disabilities.
Audience
Knowledge and understanding of the barriers will help to lead the first step in
bringing unity among Hispanic parents and the school personnel that serve children with
disabilities. In order for Hispanic parents and families to feel as they have an equal voice
and that their input is valued, the school personnel need a better understanding of parents’
experience with their children and of the contributions they are able to make toward their
child’s education. Future teachers would also benefit from learning how to interact with
Hispanic parents of children with disabilities. They will be able to better serve as a
supporter for Hispanic parents in involving them during IEP meetings as well as school
activities.
Setting of the Study
The study was conducted at a target school located in southwest Texas, along the
Texas-Mexico border. The selection of the setting is due to the high population of
Hispanic individuals in the area. The target school is a public charter middle school in an
area where much of the student population come from low-socioeconomic families. The
target school serves students from pre-kindergarten to 12th grade. The target school
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recognizes elementary grade levels as Academy and grades 6th through 12th grade as
College Preparatory. Demographics for the target middle school were only available with
high school demographics.
For the 2018-2019 school year, College Prep (grades 6th through 12th) student
population was a total of 813. The total student population for middle school was 383.
Approximately 98.52% of the College Prep student population were considered HispanicLatino. A total of 34.44% of the College Prep student population were considered
English as a Second Language (ESL) and 36.90% were recognized as Limited English
Proficient (LEP). In the College Prep grade levels, 92.62% were found as Economically
Disadvantaged. Also, 6.40% of the College Prep student population were receiving
special education services.
Researcher’s Role
The researcher has seven years of teaching experience in the field of special
education. Currently, the researcher is a middle school special education teacher for the
target school. This was the researcher’s third year working with the target school.
Responsibilities as a special education teacher includes teaching corrective reading and
writing for middle school-aged students. The class sizes consist of 3 to 5 students per
class and students are seen daily for sixty minutes. The researcher interacts with some
middle school parents of students who receive special education services. Additional
responsibility as a special education teacher is to serve as a case manager for 6th through
8th grade special education students. This entails scheduling IEP meetings and developing
student IEPs and goals. The interaction with parents largely occurs during annual IEP
meetings. The researcher works collaboratively with the other campus special education
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teachers from grades pre-kindergarten to 12th grade.
Definition of Key Terms
Barriers
Encounters or difficulties hindering parents’ ability to access education services
which are appropriate as well as assistance for their child in the special education
program. (Steeley & Lukacs, 2015).
Hispanic
The Census Bureau (2020) defines “Hispanic” or “Latino” as people who classify
in the specific categories in the census questionnaire- Mexican, Mexican American,
Puerto Rican, Chicano, Cuban or of Spanish origin. In this dissertation, the Hispanic and
Latino are used interchangeably.
Hoover-Dempsey and Sandler Model
A parental involvement model which demonstrates the understanding of
influences, motivators and issues of involvement in education. (Hoover-Dempsey &
Sandler, 1995).
Individualized Education Plan
Also known as an IEP, is a document that is mandatory by the Individuals with
Disabilities Education Act of 2004 (IDEA) defining a student’s eligibility or disability,
their developmental and academic needs, strengths and weaknesses, academic and
developmental goals, expectations of parents, and accommodations/modifications the
school is required to provide (Guidance, 2004).
Latino
Used interchangeably with Hispanic. It characterizes individuals whose origins
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are from Mexico, Puerto Rico, Cuba, Central America, South America or other countries
or cultures of Spanish descent (Guzman, 2020).
Parent Involvement
It includes the subsequent actions of school-related and special education process
participation: (a) presence at school-related decision-making procedures on a regular
basis; (b) initiating interaction with teachers and additional school staff; (c) school related
meeting engagement and/or discussions; and (d) sessions of planning (Murray et al.,
2014).
Special Education
An education program which supports students with physical, intellectual, social
or emotional disabilities which require them to be taught differently from their nondisabled peers (Wolfe & Duran, 2013).
Purpose of the Study
The purpose of the applied dissertation study was to understand Hispanic parents'
experiences with participating and contributing to the education of their children who are
in the target school’s special education program. The study explored how Hispanic
parents are (or are not) involved in the special education of their child with disabilities by
participation in the IEP process. The study explored the barriers and challenges Hispanic
parents face when working with school personnel. Understanding the experiences and
contributions of Hispanic parental involvement in special education assists in promoting
and encouraging parental involvement behaviors.
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Chapter 2: Literature Review
This chapter explains the relevant literature in the area of parental involvement,
including involvement in special education and Hispanic parental involvement. It gives
an overview of the most relevant research in the field of special education and
Hispanic/Latino culture and beliefs.
Theoretical Framework
Parent involvement in the education of their children has revealed to play an
influential role in the educational outcomes of their children (Dwan, 2017). The special
education process is organized to where there is direct involvement of parents in the
educational programming and placement of their child (Harris & Robinson, 2016).
Parents of children in the special education program need to have knowledge of the
complex system that is special education and is, therefore, crucial to a parent’s ability to
contribute meaningfully in the process. The parents’ ability to be involved in the planning
process for their children lies on the parents’ knowledge of the rules, regulations and
peculiarities of the special education process. Parental involvement in the special
education program differs a bit from parental involvement for non-disabled students.
Parents of students with disabilities are encouraged to become participating members in
the Individualized Education Program (IEP) process for their child. The IEP process
incorporates a complex planning process for every student with disabilities. Parents are
introduced to educational terminology, knowledge, educational processes that will affect
their child’s education. Parents’ ability to gain knowledge upon which to effectively
negotiate the special education system is often a journey independent from the school
processes (Lo, 2012).
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Hoover-Dempsey and Sandler Model
After much research, a model was developed by Hoover-Dempsey and Sandler
(1995) of the parental involvement process. This theoretical model of parent involvement
addresses the reasons as to why parents chose to engage themselves in their children’s
education and how it effects student educational performance (Fishman & Nickerson,
2015). Most typical parental involvement models are centered on the roles that parents
hold as opposed to the influences that encourage parental involvement in education. The
Hoover-Dempsey and Sandler model is hierarchical in that it builds upon levels of
influences, affecting and facilitating parental involvement choices. It is composed of five
levels and are specific influences for parental involvement at each level that, in turn,
support parental involvement that occurs at the subsequent level (Sharp, 2002). The
model identifies the forces that motivate or constrain parents’ involvement in their child’s
education.
Levels of Parental Involvement
The Hoover-Dempsey and Sandler model is based on factors which affect the core
decisions about involvement that are made by the parent at level one, parent efficacy
(Sharp, 2002). Parent efficacy can be explained as the judgements or beliefs parents have
on their parental capabilities. In the next level, level two, the basic choice of involvement
is added by the way in which the parent chooses to be involved. Level three incorporates
the procedures through which parents’ educational involvement influences their child’s
educational results. In level three, Hoover-Dempsey and Sandler identified three specific
means through which a parent can influence learning: modeling, reinforcement, and
instruction (Sharp, 2002). All these mechanisms are likely to extend and enhance learning
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initiated in school if they are continued in the home. The next level, level four,
emphasizes on the variables that improve or weaken involvement of parents. HooverDempsey and Sandler (1995) indicated that the progressive influence of parental
involvement is affected by the parent’s use of involvement strategies which are
developmentally fitting and how well these actions fit with the school’s expectations. The
final level, level five, summarizes the influence of the parental involvement activities as
experienced by children. Level five includes the child’s acquired skill and knowledge and
his or her efficacy for doing well in school (Sharp, 2002). The skill and knowledge
referred to in this level are the child’s because it is hypothesized that parent involvement
supports children’s learning. The second element in level five is the child’s efficacy for
doing well in school. It is similar to the description of parental efficacy in level one;
however, this part of the model suggests significant and powerful sources of efficacy
development for the child offered through parent involvement in the child’s educational
experiences (Hoover-Dempsey & Sandler, 1995). This demonstrates that parents who are
positively involved have children who will more likely develop a solid sense of personal
efficacy in the educational domain.
Hoover-Dempsey and Sandler Model and the Latino Population
The rapport between teachers and parents influences outcomes across
developmental and learning domains. There are many factors that impact this
relationship. An example of a factor would include the attitudes of general education
teachers have on collaborating with select students and families. There have been many
models developed with a purpose to recognize the relationships of parents and teachers as
well as the involvement of Latino parents in education (Grace & Gerdes, 2018). The
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original Hoover-Dempsey and Sandler model did not particularly tackle issues that are
distinctive to Latino/Hispanic families. Nevertheless, features of the model have been
reinforced and supported in research regarding Latino/Hispanic population (FitzGerald et
al., 2019; Walker et al., 2011; Walker, 2016).
Individuals With Disabilities Education Act
In the 1970s, Congress passed its first bill for children with disabilities entitled the
Education for All Handicapped Children Act of 1975 (Zettel & Ballard, 1979). The bill
was updated and underwent changes through the years. By 2004, the act was renamed as
the Individuals with Disabilities Education Improvement Act (IDEA 2004). IDEA’s
purpose is to safeguard the rights of students with disabilities as well as their families
(Wilmshurst et al., 2010). School districts, including charter schools and private schools,
are required to follow policies regardless of the severity of the needs of the student.
There are four eligibility requirements that a student must meet before becoming
eligible for special education services under IDEA. First, students must be between the
ages of 3 to 21 years old (Russo, 2019). Second, students must be identified with a
disability from the 13-disability categorization defined by IDEA. They are: (a) deaf
blindness; (b) autism; (c) emotional disturbance; (d) developmental delay; (e) intellectual
disability; (f) hearing impairment; (g) orthopedic impairments; (h) multiple disabilities;
(i) specific learning disabilities; (j) other health impairment; (k) traumatic brain injury; (l)
speech or language impairment; and (m) visual impairment (Gargiulo & Bouck, 2018).
The third requirement is that students must be in need of a “free appropriate public
education” in the “least restrictive environment.” The goal is full inclusion in the general
or regular education setting. This would be determined by a committee of individuals
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who develop an educational plan in the best interest of the student (Russo, 2019). This
will be discussed later in the chapter. A “free appropriate public education,” also known
as FAPE, means that school districts are to provide access to the general education setting
for students with disabilities and specialized services at no charge to the families (Russo,
2019). The “least restrictive environment,” also known as LRE, is when a student who
receives special education spends as much time as possible with nondisabled peers in a
non-specialized setting. The restrictive environment is a spectrum. The “most restrictive
environment” would be considered a self-contained classroom or a home or hospital
instruction. The least restrictive environment translates to a student with disabilities being
taught in the general education setting with necessary supports such as accommodations
or modifications so that they may be successful. The desired outcome is that a student
with disabilities is given the opportunity to learn and socialize just as their non-disabled
peers do.
Another manner for special education eligibility occurs when an evaluation is
conducted by a medical or health professional and a clinical diagnosis is made, it can be
distributed with the school district assessment personnel (Guidance, 2004). However, a
clinical diagnosis from a health professional does not require the school district to
provide specialized instruction and related services. The reason being that there is no
distinct assessment or evaluation that can be employed to establish whether a student has
a disability needing specialized instruction. The school district’s special education
program would consider the clinical or medical diagnosis alongside other assessments
conducted by the school district assessment personnel. It would be determined through a
collection of the academic portfolio of the students and parent and teacher surveys if the
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performance of the student in school is affecting them negatively because of the disability
(Guidance, 2004). If it is deemed by the assessment personnel that this may be the case,
then the student would be assessed for special education eligibility. If the child meets
eligibility for specialized instruction, the evaluation information will be shared with a
committee who make decisions and determine services for the child.
IDEA ensures that every child who receives special education services be
provided with an individualized education plan (IEP) created to the unique needs of the
child so that they have access to the general curriculum (Wilmshurst et al., 2010). IDEA
seeks to provide equal opportunities of education for individuals with disabilities.
Specifically, the legislation strives to guard the children’s rights as well as their parents.
In addition, the legislation also attempts to deliver (a) the student with a free appropriate
public education (FAPE); (b) funds to ensure states and local school districts can provide
special education and related services; (c) and ensure that the education plans are meeting
the needs of children with disabilities (Wilmshurst et al., 2010). A child’s IEP is
developed and agreed upon by a committee.
IEP Committee
The committee that gathers to develop and review a child’s IEP includes many
members. This committee includes the child’s parents or guardians, the local education
agency representative (usually campus administrator), special education teacher, general
education teacher, diagnostician, school psychologist, speech-language pathologist,
related service provider, and any other individual who provides a service to the child
(Wilmshurst et al., 2010). An IEP meeting must be conducted every school year. The IEP
is considered as a living plan because it is updated at least annually. The student’s IEP
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can be changed often throughout the school year if the committee deems it necessary or if
the student’s parent requests it. In every IEP meeting with the committee, the parents are
provided with procedural safeguards which inform the parents on how state and federal
laws protect them and their child during the entire special education process (Wilmshurst
et al., 2010). They also must be provided with an explanation of their rights to better
understand its meanings.
Procedural Safeguards
Under IDEA, it is mandated by Congress that every state require a notice of
procedural safeguards. School personnel are required to (a) offer notice to the parent
every time the education of their child is being reviewed so that the parents can
contribute in the decision in a significant way; (b) parents are invited to partake in
meetings to create an education plan for their child; (c) parental consent is obtained
before starting any kind of assessments of their child or finding the child eligible for
special education services; (d) giving the parents an opportunity to assess their child’s
educational records, and (e) give parents the option to find an independent educational
evaluation outside of the school if the parents are not in agreement with the school’s
findings (Yell et al., 2012). The procedural safeguards ensure parent participation and
consultation during the special education process. After the student is in the special
education program, an explanation of the procedural safeguards is required to be
provided to the parents or guardians in their native language at every IEP meeting. If
parents require an interpreter, the school district is required to provide one. The main
purpose of the procedural safeguards is to protect the rights of students with disabilities
and their parents or guardians. Importantly, the special education process can’t proceed
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without permission from the parents or guardian.
Legislators have revisited IDEA since 2004. The reauthorization of IDEA in 2007
delivered multiple provisions to ensure parental participation since parents know their
child’s needs the best (Comroe, 2016). This most recent revision of IDEA strives to
ensure that parents are not only included but are also full participants in every stage of the
special education process such as the child’s identification, development of the child’s
IEP, and the assessment of the child’s progress. For schools to be in compliance with the
law, they are to provide evidence that meetings are as accessible as possible to parents
and assure procedural safeguards are provided and comprehended by the child’s parents
and/or guardians (Comroe, 2016).
Individualized Education Plan
A significant legal document in a student’s academic file would be an
individualized education plan or also known as IEP. It guides the delivery of services that
the child may require in order to be successful. An IEP is developed individually for each
child according to his/her needs (Wilmshurst et al., 2010). The IEP contains (a) eligibility
for special education services of the students; (b) the current academic achievement and
functional performance of the student; (c) goals and objectives that are measurable; (d)
special education services and any supplementary aids, related services, or
accommodations; and (e) participation in the general education setting and school
activities such as extracurricular activities (Guidance, 2004). Supplementary aids are
supports and services which grant students with disabilities the ability to partake in the
general education setting as much as possible (Guidance, 2004). If some students require
speech, physical, occupational therapy or psychological services then this is known as
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related services. Accommodations are necessary for assessments, materials used during
teaching, style of response (written or oral), location of instruction (general education or
special education setting), and frequency and duration of instruction (Guidance, 2004).
Collaboration in Developing IEPs
The IEP provides and requires feedback from parents, teachers (general education
and special education), school psychologist, diagnostician, speech-language pathologist,
and related service providers (occupational and physical therapist), all who interact or
service a child with disabilities. It is important to have a multidisciplinary approach as it
allows for everyone involved to give their different perspectives and expertise as to the
appropriate goals and objectives for the child (Wilmshurst et al., 2010). The special
education process, including the IEP, requires parent-teacher collaboration throughout the
entire process. Information that parents provide is always helpful to school personnel
because they are able to provide significant information on their child’s progress and
challenges (Wilmshurst et al., 2010). A child’s IEP describes their current performance
and progress in the classroom. This information can come from parent input as well as
evaluation reports, teacher input, classwork, homework, tests, and observations. If the
child is not making progress towards the targets of the general curriculum, specifically if
the deficiency of progress is caused by the child’s disability, the committee will use this
information to create specific goals for the child. Progress is measured through annual
goals. Goals may be addressed as academics, behavior, physical needs, socialization
skills, life skills, vocational, transition, etc. (Wilmshurst et al., 2010). A parent or another
IEP team member can arrange a meeting at any time to make necessary changes to annual
goals if changes need to be made. An adjustment can occur if no progress is being made
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towards a goal or objective by the child or if the child has already mastered a goal
(Wilmshurst et al., 2010).
Special Education Services
A child’s IEP also states the special education services that the child will be
provided with. Related services such as physical therapy, occupational therapy,
counseling and the frequency and durations of such related services are specified in the
IEP. A child with disabilities can also require supplementary aids and services, for
example, a teacher assistant, access to a time-out area, magnifier, voice output device, or
an iPad for note taking. Part of the IEP is to decide the appropriate educational
environment for the child. A determination will be made about the quantity of time the
child may benefit from spending time in the general education classroom setting and/or in
a more restrictive environment (special education setting). It is the obligation of the IEP
committee to offer support to the child with disabilities so that they may benefit from a
variety of educational opportunities (Comroe, 2016). The ultimate goal is to strive to
maintain a child with disabilities in the “least restrictive environment to the maximum
extent possible” (Wilmshurst et al., 2010). The child’s IEP also ensures participation with
their nondisabled peers in physical education, art, music class, computer lab, or
extracurricular activities, etc. The current legislation supports the inclusion of children
with disabilities in the community so they can live as productive as their nondisabled
peers do (Comroe, 2016). A student’s individual education plan is a document that is
constantly changing, but when implemented properly, can help the child succeed all
around.
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Parental Involvement Overview
National Household Education Data
The U.S. Department of Education, National Center for Educational Statistics
(2017) conducted a survey of national household education. National data on parent
involvement was gathered and compared across different ethnicities. The survey reported
numbers in the categories of (a) parents who attended PTO/PTA meetings; (b) parents
who participated in scheduled parent-teacher conference; (c) parents who attended a
school or class event; and (d) parents who volunteered and served on a school committee.
Based on this survey, the number of recorded Hispanic students in kindergarten through
12th grade was 12,281 as compared to White students which was a total of 25,703. About
91 White parents attended a general school meet or PTO/PTA meetings as compared to
87 Hispanic parents. When attending regularly scheduled parent-teacher conferences,
about 75 Hispanic parents attended as compared to 79 White parents. This data reflects
how involved Hispanic parents are as compared to White parents in respect to parent
involvement in school.
Definition of Parent Involvement
A popular definition of parental involvement emerged from the typology of
Epstein as it recognizes six categories of involvement (Fishel & Ramirez, 2005). They
include parenting, interaction, learning at-home, volunteering at school, deciding along
with school personnel, and using community connections (Epstein & Salinas, 2004;
Fishel & Ramirez, 2005). Yet, the explanation of parental involvement is primarily
constructed on what the school’s notion of what it should be and frequently centered
around the school, not at home (Lawson, 2003). Traditionally, the explanations of

24
parental involvement were usually outlined by schools and usually dismissed parents
from making decisions regarding their child (Souto-Manning & Swick, 2006). When
these conventional meanings were used, schools risked disregarding some families and
encouraging partiality. In these types of conditions, families of diverse sociocultural and
linguistic backgrounds are not taken into consideration.
This type of partiality and injustice has moved parental involvement on the front
lines of educational policies. The U.S. Department of Education explained that
involvement from parents happens when there is significant and constant communication
between the parent and their child’s school regarding the child’s academics and schoolrelated activities. These types of activities are normally supporting the education of the
child. Additionally, parent involvement includes both school-based and at-home activities
such as attending formal and informal meetings, assisting with homework, volunteering
at school, and engaging in communication with school personnel (Epstein & Salinas,
2004). The U.S. Department of Education also defined parental involvement by requiring
its employment through the No Child Left Behind Act (Guidance, 2004). Any school
receiving federal funds are mandated to encourage and maintain parental involvement by
offering tools to parents so they can prepare to be actively engaged in the education of
their child by providing workshops opportunities. Through this law, the U.S. Department
of Education wants to safeguard that parents have a role in their child’s education.
Relationship Between Parent and Child
There are several factors which enable parental involvement. One factor is the
parenting act and the connection between the parent and child (Caspe et al., 2006). It is
made up of the mindset of the family, their values, and how parents nurture and discipline
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their children. Parents can show support for their child by developing a relationship that
is sincere and encouraging as well as fostering self-sufficiency. Another factor is the
relationship between the home and school. When schools allow parents to be involved,
relationships that a family develops with school professionals is considered. Such
activities demonstrated by parents would be volunteering in their child’s classroom or
being a part of school-based activities. This happens when schools encourage parental
involvement by establishing parent involvement programs and workshops. Yet, beliefs of
teachers regarding parent involvement and school culture are still significant.
School culture norms could constrain parental involvement chances within the
school which in turn leads teachers to have mixed ideas about how to acquire relationship
with parents. A family’s standpoint on the accountability for learning must be taken into
consideration. This will distinguish the views of the family on learning events that occur
at-home as well as in the community. Explicitly, parent’s thoughts on their important role
in literacy development are thought of. It includes actions such as reading and writing at
home as well as developing vocabulary using conversations with and around the child.
Another influence that establishes parents taken ownership for learning is how they
decide to assist with their child’s homework. Additionally, actions that parents decide to
engage to manage their child’s education are taken into consideration. For instance,
activities in which parents are charged with to support education include coordinating
home, school and community based. Lastly, parents are held by high standards with
respect to the education of their child to have an impactful influence on the performance
of the child. Also, it demonstrates the beliefs parents have about their child’s learning.
(Caspe et al., 2006).
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Parental involvement is broadly defined and is used for different types of
activities or actions (Epstein & Salinas, 2004). Furthermore, there is much literature
presenting a positive relationship regarding parental involvement and achievement in
academics. However, it is noted that there is also data that is lacking or negative
(Domina, 2005; Fan & Chen, 2001.) Generally, there is enough research to exhibit the
positive impact parental involvement on academic achievement (Dearing et al., 2006; Fan
& Chen, 2001; Fishel & Ramirez, 2005; Hill & Tyson, 2009).
Parental Involvement in Special Education
The federal law, IDEA, strongly emphasizes active parental involvement in the
process of the IEP (Lo, 2012). The anticipation is children will benefit when there is
active involvement from their parents in making decisions with respect to special
education services and placement of the student. Nonetheless, when parents are first
confronted with an IEP, it can be stressful and intimidating. However, their contribution
in the special education planning for their child is crucial for long-term success (Hyatt,
2004). Part of the child’s IEP is determining their needs whether it is academics, adaptive
behavior, communication, physical, etc. When discussing the needs of students with
disabilities, parental involvement in education is part of that discussion (Spann et al.,
2003).
State Accountability and Parent Involvement
Under IDEA federal law, there is a section that authorizes additional money to
states to fund their school districts by meeting eligibility. States that receive these monies
must provide a State Performance Plan/Annual Performance Report (SPP/APR) which
measure states’ efforts to put in place the expectations of IDEA (Due, 2021). As said by
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federal accountability, an indicator known as indicator eight requires states to measure
and share the parent involvement happening at the schools to demonstrate that they are
improving services and outcomes for children with disabilities. About 60.3% of states
met target in 2017 as compared to a small growth in 2018 with a result of 63.3%. These
results highlight the extent of parental involvement in special education.
Parent Participation Leading to Positive Outcomes
The seminal work of Koegel et al. (1991) concluded research with parents’
participation leading to positive outcomes for children in special education through
identification and the development of the educational plan. A common theme among
studies is the team approach with parents as educational partners in the IEP meeting
(Comroe, 2016). An alliance between parents and the child’s school is where members
focus on the responsibility of IEP development and its effectiveness (Briggs, 1997). A
balanced relationship between parents and school professionals must be developed in
order to have positive outcomes for the child with disabilities. Pamela et al. (2000) stated
it best by saying that parental involvement in the IEP process calls for an equitable,
interactive relationship between parents and professionals. When parents are treated as
part of the team, there is a greater success in the delivery of effective interventions and
recommendations for student achievement (Hodge, 2017).
Special Education Parent Challenges
Much research reveals a requirement for additional and continuous examination
into the relationship between the child’s school and the offered services to parents of a
child with disabilities (Spann et al., 2003). Some parents are concerned with how their
child is perceived and a label of special education can have a tremendous psychological
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effect on the entire family, including the child. Moreover, research has shown that there
have been some parents who have had undesirable experiences trying to become “equal
decision makers” in the special education of their child (Goldstein, 1993; Rock, 2000;
Trussell et al., 2008; Turnbull et al., 2006). Additionally, parents have reported that
strategies of the IEP are not in alignment with the culture or home discipline practices of
the family (Flynn, 2006; Goldstein, 1993; Smith, 2001). Different researchers have come
up with reasons for the significance of involvement from parents for students with
disabilities. It includes: 1) huge levels of stress in school and life for students with
disabilities (Niehaus & Adelson, 2014); 2) possible unequal approaches for parents when
trying to communicate and collaborate with schools (Dotterer & Wehrspann, 2016); and
3) students and parents need to learn skills to manipulate a designed process system.
When collaborating, a family-focused approach is needed to support the child’s
educational needs as well as the family’s wellbeing. School professionals also need to
consider the needs, concerns, language, and culture of the child’s family in order to have
a collaborative and successful decision-making process.
MacLeod et al. (2017) conducted a phenomenological study to explore the way
United States parents viewed their practice of collaborating with educators to encourage
their children with disabilities in the general education classroom. The study of MacLeod
et al. (2017) shared what some parents of children with disabilities have experienced
when attempting to be engaged in the education of their child. Data was collected from
35 parents of children with disabilities who attended IEP meetings and collaborated with
their child’s school in developing an education plan. The study determined that parents
shared concerns such as fears due to lack of interaction, trust and undesirable perceptions
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of disabilities when collaborating with educators.
Comroe (2016) emphasized that school staff are equally ethically and legally
accountable for ensuring parental involvement in the special education process of
students with disabilities. Even though these mandates have been in place and
reauthorized over decades, there is still a need for improvement of parental involvement
in special education (Trussell et al., 2008). All members, especially parents of children
with disabilities, should be included and work collaboratively in the special education
and IEP process. School professionals are doing a disservice when parents are left out of
the IEP discussions because parents are not familiar with the laws, their rights, and the
jargon. There should be transparency, understandable documentation, and good
communication with all members who are involved with the child to ensure student
success (Comroe, 2016). Educators must consider the law, provide acceptable time and
individuality toward the documentation, and maintain ethical, caring, and effective
programs. Special education personnel are encouraged to strengthen the quality of life of
not only students with disabilities but of their entire family as well. Fishman and
Nickerson (2015) explained that a parent’s understanding of their “school-based
responsibilities” should be openly described by the school’s expectancies for their
participation. Also, parents with children with disabilities do not have the same strategies
or judgements for their involvement at home either. Educators need to deliver a sense of
parent accountability when requesting several types of parental contribution. An example
would be for parents to be provided with a clear and straightforward statement of their
responsibilities and duties correlated to communication and awareness of tasks. Having a
clear and constant communication of roles and responsibilities of parents addressed by

30
the child’s educators allows parents to comprehend and become involved. Students with
disabilities are serviced by a variety of individuals from the school district and it would
be favorable for them to give this same communication to parents in order to reinforce
their obligation to their child’s education and growth at home.
In addition to the other types of studies, parent-training methods to improve the
involvement of children with disabilities has also been studied by Goldman and Burke
(2017). Data has been analyzed to identify literature about resources to educate parents of
students with disabilities to increase involvement as well as in what way those
interventions are effective. Goldman and Burke explained that parents’ involvement
should not only be about the special education process, such as in IEP meetings, but
should also focus on other aspects such as involvement at home. Goldman and Burke
recognized that there is a clear need for parent involvement, however, they found that the
idea as it involves students with disabilities has not been significantly researched. It is
particularly important for there to be a better understanding of the approaches for
increasing parent involvement both for IEP meetings and at-home involvement. Goldman
and Burke found that poor parent and school partnerships have resulted in high
percentages of due process hearings and mediation to resolve issues, which in turn result
in financial and emotional issues for schools and families.
Hispanic/Latino Parent Involvement in Education
Culture and Beliefs
The involvement of Hispanic/Latino parents in the education of their children is
thought of as different compared to that of other ethnicities/cultures. According to
Kalyanpur and Harry (2012), the impression of active parental involvement in education
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is suggestive of a culture that believes in individuality and equality. These types of
beliefs are not usually common with families of other cultures. Generally, it is found that
Latino parents do not involve themselves as much as other parents at their child’s school
for reasons such as they believe that is a sign of insult toward teachers, linguistic issues
causing challenges in collaborating with school professionals; and worries about work
schedules, childcare, or no availability of transportation (Goldsmith & Kurpius, 2018).
Although it is legally required for parents to be seen as equal partners with educational
professionals, it remains unrecognized for numerous families (Turnbull et al., 2006). This
is especially true for particularly low-income and culturally and linguistically diverse
families (Aceves, 2014).
Educator Opinions
Educators have different ideas and expectations of parent involvement than that
of parents from different culture backgrounds (Reynolds et al., 2015). Due to Latino
parents’ lack of visible involvement, it is presumed that they are unconcerned in the
education of their children which leads education professionals to characterize their noninvolvement from a shortfall perspective (Goldsmith & Kurpius, 2018). In fact, Walker et
al. (2011) gave the example of Latino parents having great academic expectations of their
children but they do not try and teach academics at home because they believe it is
disrespectful to teachers. These kinds of misunderstandings put a spotlight on the
significance to learn and understand Latino values and cultural beliefs.
Hoover-Dempsey and Sandler Model on Latino Parents
The Hoover-Dempsey and Sandler Parent Involvement model was used to
examine Latino parent contribution and their actions (Reynolds et al., 2015; Walker, Ice
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et al., 2011). Using this model, researchers were able to predict and explain Latino parent
involvement and reveal the use of home-based involvement. Researchers used 147 Latino
parents who had children in grades first through sixth attending five schools in the
southeastern portion of the United States. Data was obtained using survey questionnaires
that were given to parents in Spanish and English. The outcome of the study suggested
that Latino parents were often involved with their children at home. The findings
suggested that home-based involvement is more usual with Latino parents and can occur
throughout the day whereas school-based involvement is restricted to certain hours of the
day (Walker, Ice et al., 2011).
In agreement with the previous study, Reynolds et al., (2015) also determined
Latino parents as being more involved at home. The researchers assessed a construction
of role, self-efficacy, and life context in order to find how Latino parents made the
decision to contribute to their children’s education (Molina, 2018). A parent’s role
construction signifies how the parent thinks about their position in supporting their
children’s education (Hoover-Dempsey et al., 2005). It emphasizes the beliefs and actions
of the parents relative to their involvement, cultural and social expectations which effect
their decision making (Walker et al., 2011). Hoover-Dempsey and Sandler define parent
self-efficacy as a belief that the parent can impact their child’s outcomes positively which
in turn influences parent involvement. Life contexts refers to the parent’s time, energy,
skills, and knowledge to be involved in their child’s education. Reynolds and colleagues
conducted a study in which the participants were children who attended a high school
with primarily Latino, African American, and immigrant students. The study involved 73
participants compromising of 46% Latino students, 24% African American students, 14%
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Haitian students, and 16% Other. Data was collected through parent and teacher surveys,
interviews with teachers and parent-focus groups. The results of the study revealed that
parent involvement was found to be more home-based in addition to Latino parents being
more probable to respond to school invites than the other ethnic groups. However, in this
study, it can be determined that results may have been biased as Latinos were the
majority ethnic group in that particular school and the school officials included Latino
and Spanish speakers. Although there are a few studies that indicate Latino parents are
involved in the education of their children, they still face challenges and barriers.
The social-cultural capital theory, used by Cobb (2014), looked to assess the three
dimensions of parent involvement, which are (a) perceptions (b) relationships with
people, and (c) systems. These dimensions were outlined by Cobb in the context of
school and suggested the perceptions of CLD parents and school staff motivating
interactions between parents and school (Goldman & Burke, 2018). Cobb shared that the
interactions between parent and school develop understandings of systemic processes at
school, for example IEP meetings. Additionally, Cobb recognized several difficulties to
parent involvement particularly for culturally and linguistically diverse families.
Traditionally, the childrearing values, practices, and attitudes are middle-class,
Euro-American dominant and are understood as the “norm” for child development
(Durand, 2011). It has served as the standard for parenting practices. Since the diversity
of the United States family and population of schools is radically increasing, it is
important to grow our understanding about beliefs of parents and ideals to integrate the
range of experiences that children are now-a-days visible to.
Ryan et al. (2010) specifically found that children’s social and academic success
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is valued by Latino parents and even more than non-Latino White parents. These types of
success are typically of valued by Latino parents who are very culture oriented. Patel and
Stevens (2010) reported Spanish-speaking parents were involved more than did Englishspeaking parents in school-based involvement and collaboration with teachers. Generally,
Latino parents understand that their role as closely involved in the education of their
children despite the cultural barriers (Durand, 2011). Latino parents care about their
children’s educational success; however, they describe their roles and responsibilities as
offering support at home (Goldsmith & Kurpius, 2018).
Latinos have strong cultural beliefs and values that they more than likely follow.
Latinos believe in familismo or familism and colectivismo or collectivism (Greenfield &
Quiroz, 2013). Both closely refer to prioritizing the other’s goals over one’s personal
goals. Familism is different in that focuses more on within family goals whereas
collectivism includes not only family but individuals outside the family. The most
frequently used culture value by Latinos is familismo in relation to parenting (Calzada,
2010). Ryan et al. (2010) reported that White parents are less likely than Latino parents to
involve other adults in their children’s education. As many close members of the
extended family get involved and play an important part in the many phases of life, this is
an exact way of how familism and collectivism are applied with Latinos. Something else
to think about is the other kinds of cultural values Latino parents endorse as cultural
values. They believe in principles such as ganas, obligación, respeto, dignidad,
vergüenza, and empeño regarding education (Calzada, 2010; Hill & Torres, 2010). These
words translate to drive, obligation, dignity, humility, and dedication.
Latino parents also give their children consejos, which means cultural narratives
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and teachings (Grace & Gerdes, 2018). A study conducted by Lopez (2001) showed
academically successful children with a family who did not give much formal or schoolbased parental involvement in education. These Latino parents shared that they strongly
taught their children the usefulness of education through consejos. In a similar study,
Goldsmith and Kurpius (2018), many of the parents shared in their interviews that they
communicated high expectations of academic success with their children because of their
own encounters. This demonstrated Latino parents sharing consejos with their children to
encourage them to be academically successful.
Barriers of Hispanic/Latino Parent Involvement
A major challenge for CLD parents is primarily language. Insufficient translation
services in parent and teacher conferences are a reason to parents’ lack of special
education process knowledge or inability to fully participate during meetings (Harry &
Klingner, 2006). Local school agencies are required to offer translation services for
culturally and linguistically diverse families. However, when a translator is present in IEP
meetings, Latino parents may see interpreters as having an association with the school
making Latino families feel concerned (Burke et al., 2018) The majority of the special
education forms are available and presented to parents in English. This presents a
challenge for Spanish-speaking parents to contribute and support their children during
IEP meetings (Shapiro et al., 2004).
Culture Issues
Cartledge et al. (2002) reported in their study that some Latino parents may not
feel comfortable about sharing personal information of their child with professionals.
Some CLD families might not be inactive but vigilant as they are trying to understand an
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unfamiliar system without being aggressive (Burke et al., 2018). Furthermore, other CLD
parents may be less insistent and more dependent on educational professionals to make
educational judgements (Olivos, 2009). Some cultures adopt a respectful attitude toward
educational professionals (Elbaum et al., 2016). A few CLD families see teachers as the
experts who are suitable to help the child achieve academic goals. Latino parents mainly
trust in the teacher’s capability and expertise. According to the Hoover-Dempsey and
Sandler model (1995), one of their theories was parents’ role construction and sense of
self-efficacy were vital factors of their contribution or lack thereof. Families do not
believe that their responsibility is to be concerned with their children’s school and are
therefore, unassertive. Considering that Latino parents are not very acquainted with
information associated to legal issues of special education and they consider teachers are
the primary role to educate their children, Latino parents might be less probable to take
the lead to become involved in making decisions for their child’s education (Elbaum et
al., 2016).
Some other barriers include issues such as family and child interactions with
school staff as well as society (De Luigi & Martelli, 2015; Hornby & Lafaele, 2011). The
beliefs and perceptions of parents about participation, ethnicity, gender, life
circumstance, children’s age, and disabilities are included as family and child issues. As
far as parent relationship with school personnel and society, issues may include disputes
about education goals, inability to communicate due to differences in language, as well as
demographic and economic issues (Shoji et al., 2014). Furthermore, there are other
factors that diverse parents encounter that would be considered as barriers for their
involvement in their child’s academic success.
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Educators’ Opinions and Attitudes
A few educational professionals who have attitudes in reaction to what they
observe as lack of involvement of CLD families will struggle working successfully with
those families (Elbaum et al., 2016). Educators have different ideas and expectations of
parent involvement than that of parents from different culture backgrounds (Reynolds et
al., 2015). Due to Latino parents’ lack of visible involvement, it is assumed that they are
uninvolved or unconcerned with their children’s education which leads education
personnel to describe parents’ non-involvement from a deficit perspective (Goldsmith &
Kurpius, 2018).
In an interview study with teachers, Ramirez (2003) discovered that teachers have
low expectations of contribution and involvement of Latino parents. In addition, Latino
parents also have low expectation with their interactions with their children’s school and
teachers. They feel excluded or ignored in their interactions with education professionals.
(Poza et al., 2014). Negative cultural stereotypes of these families being less involved
will stem from this perception. School personnel may characterize families’
noninvolvement to an insignificance about their child, living in a damaged home, or
alcohol or substance abuse (Elbaum et al., 2016). These kinds of assumptions may lead to
pre-determined ideas. For example, a teacher who believes that CLD families are
disinterested in their child’s education are not likely to invite these families to become
more involved which would result in those families to become less involved. Therefore,
this kind of thinking from educational professional will reinforce the negative stereotype.
Baker et al. (2016) conducted a study on the perceptions of school staff regarding
issues of family involvement with families of CLD backgrounds. The researchers wanted
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to find the different modes of parent participation and approaches to increase family
contribution to student academic success (Molina, 2018). The research consisted of 20
focus groups consisting of families and school personnel of six different schools. This
method was used to recognize staff’s opinions of parent participation issues and take
parent suggestions to eliminate said issues to increase parent commitment. The
participants of this study included families from diverse cultures, ethnicities,
socioeconomic backgrounds, student grade levels, and students with disabilities. The
researchers concluded the barriers for Latino parent involvement included unfortunate
timing of communication, undesirable school experiences, lack of transportation, and/or
parents’ level of education (Baker et al., 2016). Findings also suggested students who
require additional academic and/or discipline support came from families that require
academic support and resources at home (Molina, 2018).
Barriers in All Aspects
Other studies have also identified parent involvement barriers such as language,
poverty, limited parent education, discrimination, and housing instability (Altschul, 2011;
Walker, Ice et al., 2011). Some low-income Hispanic/Latino families may work multiple
jobs in order to provide for their family which, therefore, affects their involvement in
their children’s education. De Luigi and Martelli (2015) refer to these families as
“socially disadvantaged” because they have little to no education, come from immigrant
backgrounds, and have low job skills. These researchers examined about 3,300 parents
and discovered that immigrant minority families struggle to help achieve the desired
education of their children. While these issues do not stop Latino parents from
contributing at home, they also face economic, cultural, social, and linguistic difficulties
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which entails challenges for these parents to participate in their children’s academic
success (Altschul, 2011). Working-class or low-socioeconomic Latino families go
through cultural distress in dealings with their children’s school (Shoji et al., 2014).
There is an inadequate division of school-based social capital in accordance to ethnicity
and social class that reveals inconsistent patterns in academic outcomes. Social capital is
defined as resources accessed throughout an individual's social network (Elbaum et al.,
2016). It is suggested that there is a larger influence of academic resources for the home
(books, computers, internet) for academic success as compared to contribution (Altschul,
2011). Still, Latinos are at greater risk of living in poverty which in turn will likely not
allow them to invest much in their children’s education (Molina, 2018). These barriers
complicate parent involvement in regard to special education services. Lower
socioeconomic status (SES) is typically accompanied with CLD status and lower SES is
usually linked with shortage of cultural and social capital (Elbaum et al., 2016). Cultural
capital indicates the means of attaining access to information linked with status.
Nevertheless, this means that CLD families may tend to be less involved in their
children’s school. As mentioned before, Hispanic/Latino parents may need to work
several jobs to provide for their families. Low SES Hispanic parents working in lowest
wages jobs that offer hardly any flexibility so that they can appear and contribute to IEP
meetings. This would be an example of lack of social and cultural capital for CLD
families.
Barriers in Special Education
Olmsted et al. (2010) discovered that Latino families who partook in early
intervention programs reported poor expectations for such services and found that the
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children accomplished lower outcomes compared to English speaking families. The
differences that were discovered were factors in relation to comprehending services and
having knowledge as to how to support their child advance and learn. In addition, Hughes
et al. (2002) led a study with 44 Latino families to find how they observed special
education and their own involvement in school. It was reported that they lacked support
during IEP meetings and did not have available information to understand their rights
(Hughes et al., 2002). Keep in mind that the federal law, IDEA, requires for local
education agencies to provide parents and guardians with procedural safeguards and
explanation of parental rights during the special education process.
Shapiro et al. (2004) led an interview study where 19 low-income Latina mothers
shared their perceptions on their connections with the educational and service delivery
systems. The mothers conveyed experiences that were negative with their child’s school
due to lack of availability of resources to comprehend the IEP process as well as negative
experiences with language barriers. School perceptions could also be reasons for lack of
parent involvement (Burke et al., 2018). Minimal parent involvement because schools
have reported that Latino families are not convincing sources of information (Spann et
al., 2003).
Summary
IDEA not only serves to protect the rights of students with disabilities and their
parents but also strives to ensure parental involvement. IDEA requires for all school
agencies to hold an IEP meeting with individuals who interact and work with the child
with disabilities including parents and educational professionals. An IEP is developed
individually for each child according to his/her needs (Wilmshurst et al., 2010). The
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special education process, including the IEP, requires parent-teacher collaboration. It was
concluded that parents’ participation can lead to positive outcomes for children in special
education through identification and the development of the educational plan (Koegel et
al., 1991). The special education process is organized to where there is direct
involvement of parents in the educational programming and placement of their child. A
balanced relationship between parents and school professionals must be developed in
order to have positive outcomes for the child with disabilities. School personnel are
responsible legally and ethically for ensuring parental involvement in the special
education process of students with disabilities (Comroe, 2016). In fact, Fishman and
Nickerson (2015) concluded that parents’ understanding of their school-based obligations
may be more openly distinct by their school’s anticipations for involvement.
The form of involvement of Hispanic or Latino parents is not typical or expected
by educators. Teachers have different views and expectations of parent involvement than
that of culturally and linguistically diverse parents (Reynolds, et al., 2015). Due to Latino
parents’ lack of visible involvement, it’s assumed that they are uninterested in their
children’s education which leads education professionals to depict their non-involvement
from a lack of perspective (Goldsmith & Kurpius, 2018). However, using the HooverDempsey and Sandler Parental Involvement Model, a study indicated that Latino parents
were more involved at home showing that home-based involvement opportunities are
more common and can happen throughout the day (Walker, Ice et al., 2011). Latinos have
strong cultural beliefs and values that they more than likely follow. Latinos believe in
familismo or familism and colectivismo or collectivism (Greenfield & Quiroz, 2013). As
many close members of the extended family get involved and play an important part in
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the many phases of life, this is an exact way of how familism and collectivism are applied
with Latinos. Latino parents believe in principles such as ganas, obligación, respeto,
dignidad, vergüenza, and empeño regarding education (Calzada, 2010; Hill & Torres,
2010). Latino parents also share consejos with their children to encourage them to be
academically successful.
Still, parents face numerous barriers that hold them back from participating in
their children’s education. Studies have identified parent involvement barriers such as
language, limited parent education, poverty, discrimination, and residential instability
(Altschul, 2011; De Luigi & Martelli, 2015; Walker, Ice et al., 2011). In addition, De
Luigi and Martelli (2015) refer to some of these parents as socially disadvantaged since
these parents have little to no education, immigrant backgrounds, and low job skills.
Therefore, it is important to conduct a qualitative study to identify the perception of
Hispanic parents in the participation of the children’s special education programming in
order to increase their participation and improve the education of students with
disabilities.
Initial Research Questions
The study is guided by three research questions, which addresses the lived
experiences of Hispanic parents participating in IEP meetings and contributing to their
child with disabilities’ education.
1. How do Hispanic parents of children who are in the special education
program at the target school describe their participation in individualized
education plan meetings?
1a). What factors contribute to Hispanic parents’ involvement or non-
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involvement in IEP meetings?
2. How do Hispanic parents contribute to the education of their children in the
special education program?
2a.) What kind of decision-making have target Hispanic parents contributed in
IEP meetings to benefit their child’s academics and development?
3. How does the Hispanic culture influence Hispanic parent involvement or lack
of involvement in the education of their children with disabilities?
3a.) What cultural factors influence the involvement of Hispanic parents in
IEP meetings and decision-making to benefit their child in education?
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Chapter 3: Methodology
Aim of the Study
The purpose of the qualitative study was to understand Hispanic parents'
experiences with participating and contributing to the education of their children who
attend the target school’s special education program. The study explored how Hispanic
parents are (or are not) involved in the special education of their children with disabilities
by participation in the IEP process. Chapter 3 includes a description of the research
approach, participants, research design, data collection methods, and data analysis for this
applied dissertation research study. The chapter also includes a description of ethical
considerations, trustworthiness, and limitations.
Qualitative Research Approach
The qualitative research method was chosen for this particular applied dissertation
study because it allowed the researcher to gain a better understanding of the participants
in the study. According to Cresswell (2015), qualitative research "is best suited to address
a research problem in which you do not know the variables and need to explore" (p. 16).
Qualitative research studies are appropriate to answer how and why questions regarding
the phenomenon under consideration (Leedy & Ormrod, 2010; Yin, 2014). Using the
qualitative research approach allows the researcher a vantage point of Hispanic parents
who have children with disabilities and grasp an in-depth understanding of their
involvement in special education (Yin, 2014).
Phenomenology explores the experiences of a group of individuals who have a
shared experience (Cresswell, 2015). The seminal—yet still relevant—work of
Moustakas (1994) explained that phenomenological studies "provide a description of the
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lived experience from the participant's perspective" (p. 809). The information gathered in
this applied dissertation research study allowed the researcher to understand the potential
existing similarities and differences of the experiences of the participants. The
phenomenological research design was selected for this applied dissertation because it
allowed the participants of the study to give meaning to their experiences regarding
involvement and contribution in their child’s education through individualized education
plan (IEP) meetings.
In qualitative research, Interpretative Phenomenological Analysis (IPA) is an
approach focused on the detailed examination of human lived experiences (Smith et al.,
2009). This particular approach is used to exam how people understand their significant
life experiences. When individuals are engaged with an experience of something major in
their lives, they start to reflect on the significance of what is happening. Interpretative
Phenomenological Analysis is used to engage with these types of personal reflections and
introspections. When using IPA, the researcher searches for details of the individual’s
experience and how the individual is making sense of what is happening to them. Smith
et al. (2009) indicated that one-on-one interviews is the preferred means of collecting this
type of data. Interviews between participant and researcher may allow for a rapport to
develop between interviewer and participant. Interviews allow participants to be heard
without judgement. The central idea of this applied dissertation research study was to
understand Hispanic parental involvement (or non-involvement) in their children’s
special education program. The researcher sought to investigate participants’ first-person
accounts of experiences in relation to parent involvement in special education and
participating in their children’s individual education program meetings.
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Participants
The target population for the research study were Hispanic parents of children
with disabilities who receive services through the special education program at a
middle school in Southwest Texas. The study consisted of five Hispanic parents of
children with disabilities. Interpretative Phenomenological Analysis (IPA) studies
most often have a small sample size because the researcher is seeking to reveal
something of the experiences of each participant (Smith et al., 2009). The participants
were recruited based on the following criteria: (a) ethnically identified as Hispanic or
Latino; (b) parent of a child with disabilities; and (c) parent of a child currently in the
special education program at the target school. Purposeful sampling is consisted of a
specific predefined group based on preselected criteria relevant to the research and
therefore will be used in this applied dissertation (Mack & Macqueen, 2005).
Purposeful sampling allowed for the focus of the study to remain fully on Hispanic
parents in order to gain an understanding of their experiences in accordance to their
involvement in IEP meetings (Yin, 2009).
Table
Participant Information Using Pseudonyms
Participant

Number of
Children

Current
IEP

Anna

3

1

Liza

1

Valeria
Mariana

Language

Employed

Spouse/
Partner

Education

English/Spanish

Born in
US or
Mexico
Mexico

No

Married

1

English/Spanish

US

Yes

Single

3

2

English/Spanish

US

Yes

Divorced

4
(foster/adopted)

4

English/Spanish

Mexico

No

Married

High
School
Community
College
Community
College
High
School
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Data Collection and Instruments
The phenomenological qualitative study utilized one-on-one interviews between
the researcher and the participants. Interviews were conducted virtually via video
conference call. Due to COVID-19, for the safety of the participants and researcher, the
interviews were conducted through video conference call using Microsoft TEAMS or
Bluejeans. The interview questions (See Appendix D) consisted of open-ended questions
pertaining to lived experiences of Hispanic parents participating in their child’s IEP
meetings as well as their perceived contribution to the education of their children who
participate in the target school’s special education program. The interview process was
approximately sixty minutes in length during a time and date convenient for the
participants. Each interview was audio recorded to be used for data analysis. The
researcher sought to gather both meaningful and detailed descriptions of the participants
phenomenon. According to Brinkmann and Kvale (2018), qualitative researchers conduct
interviews to seek to understand the point of view and world of the participant, which
ultimately leads to the meaning of their experiences and the ability to discover their lived
world prior to scientific explanations.
A search of the literature related to the research topic led to the discovery of a
validated interview protocol by Mueller and Buckley (2014). The instrument addresses
the research questions including experiences in participation, benefits in participation,
and barriers to participation. The interview protocol was created to interview fathers with
children in a special education program. The questions are about attendance to IEP
meetings, experiences of meetings, and experiences with understanding meetings. The
interview protocol begins by asking participants demographic questions about (a) race,
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(b) how many children they have with disabilities, (c) type of disability their child has;
and, (d) how many years have they been involved with the special education system. The
interview protocol also asked questions about flexibility in their work schedule in order
for them to participate in IEP meetings and if they volunteer at their child’s school. These
interview questions support in answering the research question pertaining to the
contribution to their child’s education. A question asked about experiences in IEP
meetings will be asked, which allowed participants to describe their participation in IEP
meetings. The interview included questions to determine if the participants understand
the special education system as well as the language used in IEP meetings. Finally, a
question asked if the participants believe it is their place to make decisions on their
child’s education. This question support in answering the research question on the
influence of Hispanic culture while participating in their child’s education. The authors of
the interview protocol gave the researcher permission to modify the interview protocol in
order to address Hispanic issues surrounding culture (See Appendix C). The interviews
were conducted via Microsoft TEAMS and were audio-recorded for data analysis.
Procedures
The researcher gained permission through the Institutional Review Board (IRB)
of Nova Southeastern University to conduct this applied dissertation study. After
attaining permission from IRB, the researcher began with the recruitment stage by
contacting the special education teachers at target middle school through e-mail (See
Appendix A). The researcher asked to meet with all special education teachers via video
conference call. The researcher informed the special education teachers of the study and
what the study required from the participants. The special education teachers helped in
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communicating the opportunity to participate in this research study to the Hispanic
parents with whom they collaborate. The researcher provided special education teachers
with a document stating the purpose of the study, risks and benefits, flexibility in
scheduling interviews, language translation availability, and estimated length of
interviews (See Appendix B). The researcher’s contact information was provided
including telephone number and e-mail address to those parents who are interested in
participating.
Parents were given two weeks to decide if they would like to participate in the
study. The participants were able to inform the researcher of their interest to participate
via telephone call. The researcher formally introduced herself and provided more indepth information of the study during the telephone call. Information shared with
potential parents included reviewing the timeline of the study, their role as participants,
flexibility in scheduling interview times and location, and estimated length of interview
time. The period for potential participants to communicate their agreement of
participation was four weeks from the date of initial contact that the researcher has with
the special education teachers.
After participants expressed an interest in participating in the study, the researcher
provided a letter of consent and obtained signature of agreement from the potential
participants that was sent electronically using Adobe to request for signature. A copy of
the letter of consent was sent via an e-mail address that the participant shared with
researcher at the time of the initial contact. The letter of consent explained the study, any
risks associated, benefits, confidentiality, and the contact information for the researcher.
Once the participant was officially recruited, the researcher determined (via a telephone
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call) a convenient day and time for the interview. Dependent upon the participants’ length
of responses, the researcher believed the initial interview would take approximately 60minutes. In Interpretative Phenomenological Analysis (IPA) studies, research studies
with adult participants can be between forty-five and ninety minutes of conversation
depending on total of questions and possible prompts (Smith et al., 2009). A follow-up
interview was often necessary if the researcher deemed that the information initially
provided was not enough to analyze. If the researcher and participant were unable to meet
via video conference call due to lack of or difficulty with Internet, arrangements were
made to meet in person at a site that is convenient for the participant.
The timeline of tweleve weeks was projected to gain IRB permission, recruit
participants, schedule and conduct interviews, transcribe the study’s data. Brinkmann and
Kvale (2018) explained that a relevant partner in grasping correct interpretation is the
interviewee as the interviewer’s interpretations are based on their own understanding of
their accounts. It is a means to verify what the researcher has interpreted from the
participants words and confirm that it is accurate. A week was allowed for the
participants to respond back to the researcher’s request.
Data Analysis
The Interpretative Phenomenological Analysis (IPA) is a qualitative research
approach to conduct a detailed examination of human lived experiences (Smith et al.,
2009). This approach is used to exam how people understand their major life experiences.
When individuals are engaged with an experience of something major in their lives, they
start to reflect on the significance of what is happening or happened, and IPA is used to
engage with these said reflections. When using IPA, the researcher wants to know in
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detail what the experience is like, what sense this individual is making of what is
happening to them. IPA believes that humans are sense-making creatures which allows
for the accounts of the participants to provide, reflect, and make sense of their
experiences. It is recognized in IPA, that the experiences are reliant on what the
participant shares in the interview and the researcher will then interpret from those
accounts to understand the participants’ experiences. In detail, the study could explore the
similarities and differences between each participants’ experiences. To have a successful
study, the researcher will bracket. Smith et al. (2009) explain it as putting aside “the
taken-for-granted world in order to concentrate on our perception of that world” (p. 13).
When devising a data collection system, the IPA method invites participants to
offer a rich, first-person account of their experiences in relation to the study topic. Indepth interviews are suitable when accessing participant accounts of experiences. They
elicit stories, thoughts, and feelings from the participants about the aimed phenomenon
(Smith et al., 2009). Interviews share an intimate focus on a person’s experiences and
therefore best for IPA research studies. One-to-one interviews will be used in this study.
Smith et al. (2009) state that one-to-one interviews are controlled which allows for an
understanding to develop between participant and research. It gives participants time and
space to speak and be heard.
Before conducting the one-to-one interviews, the researcher created an interview
schedule to aid a discussion of significant topics and allowed the research questions to be
answered consequently through analysis. An interview schedule helped prepare for the
likely content of the interview. It allowed the researcher to set a loose agenda, anticipate
potential issues that are sensitive, and frame questions in suitably open forms (Smith et
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al., 2009). The participants’ concerns led the interview and the interviewer asked to
follow up questions that surfaced, even if not on the interview schedule, as long as it was
relevant to the research questions. The purpose of the interview schedule was to create a
comfortable environment and interaction between the participant and researcher which
allowed for a detailed account of the experiences under investigation for the study.
After completion of interviews, the researcher carefully transcribed each
interview by listening to each participants’ audio-recording. The first step in IPA studies
is to read and re-read each interview transcription. The researcher noted any observations
during the listening stage of the audio-recording data. This assisted in the data analysis
process. First step was the initial noting which examined the semantic content and
language use on an exploratory level (Smith et al., 2009). The researcher noted
descriptive, linguistic, and conceptual comments throughout the transcript. Descriptive
comments describe the content of the transcript. It mainly consists of keywords, phrases,
or explanations of the participants. Linguistic comments deal with the participant’s
language use such as the use of metaphors, symbols, repetition, and pauses within their
responses. It focuses upon how the transcript reflects the ways in which the content and
meaning were presented by the participant. Conceptual comments are interpretative. Each
interesting feature of a participant’s account may prompt further questions. Conceptual
annotating involves shifting the focus towards the understanding of the participants in
regard to the matter of discussion (Smith et al., 2009). The researcher noted each
comment by using the letter “D” for descriptive comments which is represented by the
color blue, “L” for linguistic comments which is represented by the color red and “C” for
conceptual comments is represented by the color green.
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After the initial noting stage, the researcher then internalized all comments and
created emergent themes based on them. Smith et al. (2009) stated, “the main task in
turning notes into themes involves an attempt to produce a concise and pithy statement of
what was important in the various comments attached to a piece of transcript. Themes are
usually expressed as phrases which speak to the psychological essence of the piece and
contain enough particularity to be grounded and enough abstraction to be conceptual.” (p.
92). The researcher looked for associations between emerging themes, grouping them
together according to abstract similarities and providing each group with a label. The
themes not only reflect the participant’s words and thoughts but the researcher’s
interpretation as well.
Once there is an established set of themes within each participant transcript, they
are then ordered chronologically that they were mentioned (Smith et al., 2009). This leads
to the creation of a chart to demonstrate how the themes fit together for each participant.
This is dependent on the research questions. After the researcher created a chart of
themes for each participant, the researcher looked for patterns across each case. A table
of themes was developed based on the findings (Smith et al., 2009).
Ethical Considerations
Before the study began, the researcher made confirmed the completion of the
Collaborative Institutional Training Initiative (CITI) course for using human subjects for
research. It provided as a support on the use of ethical values in research (Creswell &
Poth, 2018). Then, formal approval from the Institutional review board (IRB) was gained
before recruiting participants. Along with gaining approval from the IRB, the research
gained approval in writing to conduct such study at the target school from school
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administration. The purpose of the study was explained thoroughly to potential
participants. The researcher explained to the participants what is expected of them, the
risks, and benefits, and how confidentiality will be protected. The data collected from the
interviews is anonymous by using pseudonyms. Every participant was given a consent
form to gain permission to participate in the study. It was explained to the participants
that if they chose to not be a part of the study, they had the opportunity to exit the study
at any time. All data recorded and collected is protected by password and/or locked in a
file cabinet.
Trustworthiness
The researcher determined trustworthiness with member validation (Brinkmann &
Kvale, 2018) by allowing the participants to read their transcripts as self-understanding
for validity. In addition, the researcher shared findings of the research study with the
participants. The information of the participants is confidential in the way of no personal
or identifying information was used by the researcher. Signed consent forms and
interview audio recordings are stored in a file in a password-protected computer.
Pseudonyms are used in the dissertation to keep the participants identification private.
Potential Research Bias
The researcher identifies as Hispanic, which is one of the criteria requirements
for the participants in the proposed applied dissertation study. In addition, the researcher
is a middle school special education teacher at the target school. The researcher is
professionally familiar with some of the Hispanic parents of study in the special
education program. There have been more than one hundred plus IEP meetings that the
researcher has participated in with parents of a variety of ethnicities, but especially with
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Hispanic parents with different backgrounds. In order to manage possible bias related to
the topic, the researcher used a journal for self-reflection and to note any potential bias.
Limitations
Given that the experiences of the Hispanic parents with children in the special
education program are specific to one school, the findings may not necessarily be general
for all Hispanic parents with children with disabilities. Qualitative studies seek not to
generalize but to provide a contextualized comprehension of a human experience through
a study of cases (Polit & Beck, 2010). The study only focuses on one school which is
limiting to represent the Hispanic parent with children with disabilities population.
Another limitation of the study is the fact that many Hispanic parents view educators as
authority figures, and they may not fully express their concerns and opinions when
interviewed with the researcher. Larios and Zetlin (2012) found that minority parents
respect school professionals and, therefore, will not challenge or question their authority.
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Chapter 4: Findings
This chapter will share the experiences of five Hispanic parents as well as the
highlights from their individual interviews which generated the collected data. The
purpose of this qualitative study was to understand Hispanic parents' experiences with
participating and contributing to the education of their children who are in the target
school’s special education program. The study explored how Hispanic parents are (or are
not) involved in the special education of their children with disabilities as illustrated by
the participation in the IEP process. The investigator of this applied dissertation research
study used interpretative phenomenological analysis to analyze the data collected as well
as to answer the research questions. The researcher developed emergent themes based on
the analysis of each interview transcript using comments from the initial noting phase.
The initial noting assessed the semantic content and language use on an investigative
level (Smith et al., 2009). The researcher noted descriptive, linguistic, and conceptual
comments throughout the transcript. Descriptive comments describe the content of the
transcript. Linguistic comments deal with the participant’s language use such as the use
of metaphors, symbols, repetition, and pauses within their responses. Conceptual
comments are interpretative. Each interesting feature of a participant’s account may
prompt further questions. The comments led to the formation of a chart in which themes
were created, which are located in Appendix F. The themes were dependent on the
research questions. The investigator found patterns across each case in which answered
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all research question. This chapter provides the results of the analyzed data collected
from the study, including quotes highlighted from the participants.

Themes
Based on the accumulated data from the interviews, there were three themes that
were found to be universal across all the participants. The first theme that the researcher
discovered was Hispanic parents trust in teachers/school personnel. The second theme
that was that Hispanic gain familiarity/experience with Individualized Education Program
(IEP). The third theme the researcher found was that culture/parenting influence and
involvement. Each theme will be discussed further with evidence from the data collected.
Theme #1: Trust in Teachers/School Personnel
The researcher found it evident that a common theme throughout the data was that
all participants trust the teachers/school personnel when it comes to their child’s
education. They feel comfortable communicating with teachers as they are seen as the
experts in education. When contact information is shared by the teachers/school
personnel, parents are confident in communicating and collaborating with them in order
for the child to be successful academically/developmentally.
Among the data, the theme regarding parental trust in teachers/school personnel
surfaced from the participants’ interviews. Five parents stated that they rely on their
children’s teachers to provide information on their children at IEP meetings or parentteacher conferences. One of the participants shared that she became aware of how her
son with autism understands and learns within the classroom setting. Anna shared:
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I would learn from them 'cause they would [explain to me], you know, like this is
how he's doing and then I'm like it would all connect. It's like a puzzle 'cause I
would tell him, yeah, I understand he's having trouble... because at the house he
does this and it's like yes. So, then it's like we [all] needed each other. We had to
work as a team.
Anna was vocal about her son’s teachers’ explanation of how he learns and what
they do at school to help him so that it would be extended at home. She also shared that
she understood that the collaboration between teachers and parent needed to exist in order
for her child to be successful. Anna also shared, “they’re [school personnel] always
trying to advise me and they always give me their point of view…they give me that… me
dan valor [give me courage] to speak up. I have a right.” This statement that Anna made
was very significant. She verified the idea that school personnel who are encouraging
helps parents become more confident in working with not only their child’s teachers, but
with their children.
Another parent, Liza, explained that the teachers are the individuals who are most
involved in the education of her child because they have a better understanding of where
her child should be learning academically. She shared, “the teachers and you [special
education teachers] are the ones that are most involved with them, you have a better
understanding of what’s gonna help them progress in his grade level.” Liza further shared
that she relies on her son’s teachers a lot because she feels that they are the experts to best
advise her in what’s the best path for her son.
All participants expressed their confidence with their children’s’ teachers as they
recognize that their children spend the majority of their time at school through the years.
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The parents shared that their children have expeireicned relatively good teachers since
starting school. Some strategies that the parents use to collaborate with the teachers is by
attending meet-the-teacher night, report card nights, and exchanging phone numbers/emails. All of the five participants mentioned that they feel comfortable calling or texting
their children’s’ teachers in regard to having questions about how their child is doing in
school or about any behavior issues. One participant, Maritza, a single mother with a son
on the autism spectrum, shared in the interview that she has not felt overwhelmed
because if she has any questions regarding her son, she feels comfortable enough to ask
any school personnel. She stated, “Whenever I have questions, they [are] always usually
answered by someone.”
Theme #2: Familiarity/Experience With Individualized Education Program
Information and Meetings
Another theme that was discovered through the interviews and with the
participants responses was the familiarity and experiences with IEP information and
meetings. Between the five participants, there was an average of five years in which they
have been involved with the special education program. Therefore, with the amount of
IEP meetings held annually through the years, the parents’ knowledge of the system
grows. The researcher recognizes that this theme, however, relies heavily on the school
personnel’s efforts to involve the parent in the child’s education during IEP meetings.
The five of the participants stated one way or another that they always feel
welcomed during IEP meetings by the school personnel. If the parents feel welcomed and
as active participant in their child’s IEP meetings, they do not feel completely intimidated
and can advocate for their child. Maritza stated:
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I feel welcomed and can be vocal. I feel like I can make decisions. I’ve never felt
like I had to question anything but if I ever do have any questions or are not sure
about something, I would speak up.
Liza, a single mother whose son has been in the special education program for 7
years, agrees with having good experiences with her son’s schools by sharing that she’s
always had good meetings with her son’s school. The school personnel have always been
welcoming and nice to her as based on her response. Liza stated, “[they are] willing to
explain stuff whenever I didn’t understand like what’s going on and what was in
[Diego’s] best interest.” This goes hand-in-hand with trusting the school personnel. Liza
also shared that she is learning about the special education system as she goes because
each year is different for her son. Another participant, Valeria, has two sons who are
currently in the special education program. She also shared in her interview that at the
beginning when she first started attending IEP meetings, she would get confused very
easily. Valeria explained that as the years went by, she learned about her son’s IEPs by
asking questions.
Anna is a participant who has been involved with the special education program
since her son was 3 years old, roughly 10 years. She stated in regard to understanding the
special education system, “I think we’re always learning. I’m never going to stop
learning because every year it’s like something new.” Some of the participants did
mention that they feel as if they’re learning more about the special education program
every year. They acknowledge that each year it is slightly different than the last because
each grade level requires more of the child academically.
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Depending on the number of years involved with the special education program,
parents become familiar with the services, jargon, and accommodations/modifications.
Parents become more confident with being vocal the more they become familiar with the
program. However, this theme relies greatly on the encouragement and trust of school
personnel.
Theme #3: Parenting/Culture Influence and Involvement
The entire study and participants’ responses is mostly around this particular
theme. The researcher sought to learn if the Hispanic culture has any influence on
parental involvement in their children’s special education. When each participant was
asked the question regarding if they felt that their Hispanic culture played a part in their
involvement, they each responded with a denial. All five participants felt that it was their
duty as a parent to be involved, not so much their culture.
Participant Liza spoke about how it is her responsibility as a parent to ensure her
son gets what he requires in order to become a successful individual. She stated in her
interview:
“It’s like our legacy type of thing. You know, life if we’re not there for their
future who will be. So, you know I want to make sure that he has the best help
and anything that he needs to, you know become a successful adult and not be
depending.”
As a parent, Liza felt it was her duty to make sure that her son received
everything that he needed under the special education program so that he benefited and
learned with his non-disabled peers. She also shared that she does feel like the school
personnel are the experts in the field of education. Liza feels comfortable asking teachers
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questions regarding her son’s accommodations because it is what she understands
teachers specialize in. She doesn’t necessarily think that culture plays any role in thinking
that she can’t question school personnel; they are just the experts in the field of
education.
Maritza, single mother of a son on the autism spectrum, explained in her
interview that she does not feel that her involvement is influence by her Hispanic culture.
She also felt that it was her responsibility as a parent to be involved in her son’s
education, especially because he is on the spectrum. Maritza also shared that she respects
her son’s teachers and believes that there are certain boundaries. However, she has never
felt like she couldn’t question their authority or intentions. Maritza described that she felt
comfortable in speaking speak up with school personnel in order to advocate for her son.
A participant who stands out is Mariana, a foster parent. She shared that her and
her husband have their own children who are now adults with their own families. They
recently adopted two siblings who they initially were fostering. They also foster another
two siblings and are in the process of adopting these children. Mariana shared that all
four children were diagnosed with Attention Deficit/Hyperactivity Disorder (ADHD) and
Post-Traumatic Stress Disorder (PTSD) and were neglected by their biological parents.
All of the four children are in the special education program. Mariana stated in her
interview that she likes to be involved in their schooling because she wants to know
exactly what is going on with her children. She wants to ensure they are successful.
When asked if she felt that her Hispanic culture played a role in her involvement, she
stated “I always try to be as involved as I can with them. I know in our culture, you
know, it’s just like once they’re off, you just let go. That’s our responsibility.” She
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believes that it’s not only the school personnel who are responsible for the children’s’
success, but it is also the responsibility of the children’s parents. The teachers are only
responsible for teaching the children academics. As a foster parent, it is interesting to
hear Mariana’s views on her involvement in the children’s education.
Based on the discovery of the theme of Parent/Culture Influence and Involvement
throughout all five participants, the Hispanic culture seems to not play a role in
influencing the parents’ involvement. Their responsibility and duty as a parent are the
motivation for their involvement in their children’s education. The participants believe
the teachers are responsible for the children’s academics and it is the parents’ duty to
make sure their children are successful.
Summary
This chapter examined the responses from the Hispanic parents who participate in
their child’s IEP meetings and how they contribute to their child with disabilities
education. With the data that was discovered, the researcher was able to respond to the
research questions posed at the beginning of the study. The data revealed Hispanic
parents attend their children’s annual IEP meetings in which they actively participate.
They also attend school occasions such as meet-the-teacher night and report card night.
The participants additionally share their contact information with their children’s teachers
to have a collaborative effort. The Hispanic parents shared that when they trusted their
child’s teachers, they were confident in communicating with the teachers. The data also
discovered Hispanic parents attended every IEP meeting to support their children. The
participants described that they actively participated in IEP meetings yearly and
communicated with their children’s teachers by asking questions. The Hispanic parents
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that participated in this study did not believe their culture played a factor in becoming
involved in their child’s special education. They believed that it was their responsibility
as parents to be involved so that their children grow to become successful individuals.
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Chapter 5: Discussion
Introduction
The problem that this applied dissertation research study focused on was parents
who have children with disabilities at the target middle school are uninvolved in their
children’s IEP educational planning as measured by the school’s attendance records with
approximately 10% of parents not attending the IEP meetings. The purpose of this
qualitative study was to understand Hispanic parents' experiences with participating and
contributing to the education of their children who are in the target school’s special
education program. The study ultimately explored how Hispanic parents are (or are not)
involved in the special education of their children with disabilities by participation in the
IEP process. The parental involvement model by Hoover-Dempsey and Sandler was
beneficial in understanding the parents’ perspectives (Walker et al., 2011). The model
recommends three main influences for parental involvement. One of the motivators is
psychological, which often displays with a sense of self-efficacy from the parents. The
second is contextual in which parents are invited by the school to be involved. The final
motivator is life-contexts, which is described as how parents perceive their skills and
knowledge they are able to bring in order to be involved. This chapter includes the
limitation of the study, discussion of study findings, future research recommendations,
and overall conclusions.
Limitations of Study
This study was conducted with a small sample chosen to represent the Hispanic
parents. A limitation was that all five participants were mothers. There was no Hispanic
male representation in the data. When the recruiting Hispanic, only mothers would
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communicate with the researcher about the study. There were no fathers who were
interested in participating in the study. There are a few reasons that could have prevented
Hispanic fathers from participating in the study. One factor influencing male participation
might be the traditional roles played by males in the Hispanic/Latino culture and in the
family. Terriquez’s (2013) research study revealed there were traditional gender
ideologies in the Latino culture and that fathers tend to rely on mothers of their children
for primary care.
Another limitation was that the researcher is a special education at the target
school and interacts often with the Hispanic parents who participated in the study. This
limitation could have possibly limited or influenced the participants responses to
interview questions. The researcher ensured to preface each interviews by stating that
everything shared in the interviews was confidential and strictly for research purposes.
The seminal work of Orne (1962) discovered that interviewees do not want to burden the
interviewer because they are following demand characteristics. These are unspoken task
beliefs that participants take on as a result of being part of a research study.
Study Findings
The first research question of this applied dissertation asked the following
question: How do Hispanic parents of children who are in the special education program
at the target school describe their participation in individualized education plan meetings.
Based on the findings from the data, it was revealed that Hispanic parents attend their
children’s annual IEP meetings and actively participate. They also attend school
functions such as meet-the-teacher night and report card night. The parents also share
their contact information with their children’s teachers. Based on the Hoover-Dempsey
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and Sandler parent involvement model, this finding agrees with the contextual motivator
(Hoover-Dempsey et al., 2005). Invitations for involvement from the school such as
meet-the-teacher night and report card night encourage parents to be involved. HooverDempsey and colleagues emphasized that even though parents have self-efficacy,
invitations from school personnel serve as a motivator of involvement. It shows the
parents that they are welcome and valuable.
As for the sub-research question as to what factors contribute to the Hispanic
parents’ involvement or non-involvement, it was found that trust in the teachers/school
personnel played a major factor. The Hispanic parents seem to feel comfortable
communicating with their children’s teachers when they are able to trust the teachers to
guide them through the special education program. When contact information is shared
by the teachers/school personnel, parents feel confident in communicating and
collaborating with them in order for the child to be successful academically/
developmentally. Teachers inviting parents to school functions/activities is important for
parents because it emphasizes the value of the parents’ impact on the child’s learning
(Hoover-Dempsey et al., 2005). The U.S. Department of Education explained that
involvement from parents occur when there is constant and significant communication
between the parent and their child’s school regarding the child’s academics and schoolrelated activities (Guidance, 2004). Based on these findings it is important when teachers
are welcoming with parents, they are able to establish a comfortable rapport.
The second research question asked how Hispanic parents contribute to the
education of their children in the special education program. The data revealed that
Hispanic parents attended every IEP meeting for their children. IEP meetings are always
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held in person, however, due to COVID-19. Beginning in Spring 2020, IEP meetings
were held via teleconference or telephone. At the target school, IEP meetings were being
offered to parents, if they felt comfortable, in-person once again in late 2021. Briggs
(1997) explained the significance of creating and having an alliance between parents and
school professionals where they are able to focus on IEP development and its
effectiveness. When there is a balanced relationship between parents and school
professionals, positive outcomes for the child with disabilities are able to occur.
In addition, Hispanic parents also attended meet-the-teacher night and report card
night to briefly conference with their children’s teachers. The data also shared that
Hispanic parents would contact their children’s teachers or therapists if they had any
questions or concerns. This research questions also holds true to parents trusting the
school staff. When parents feel trust the school staff, their contribution to their child’s
education, in general, is present. There is a greater chance of success for the child
academically and developmentally when the parents are considered part of the
educational (Hodge, 2017). The effectiveness of the interventions and recommendations
are beneficial for the child when both parents and school personnel trust one another and
work together.
The sub question asked what kind of decision making have the Hispanic parents
contributed in IEP meetings to benefit their child’s academics and development. The
Hispanic parents shared that they participated in IEP meetings annually, communicated
with their children’s teachers, and asked questions when they were unclear of a topic
discussed during an IEP meeting or accommodations. The participants shared that they
always asked questions during IEP meetings when they were unclear of something being
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discussed. Based on the responses from the rest of the IEP committee, which usually
consist of school personnel, the parents stated they would decide in the favor that would
benefit their child. The information that parents can provide to other IEP members is
always helpful because it will provide everyone with significant information on the
child’s progress and challenges (Wilmshurst et al., 2010). The special education process
calls for parent-teacher collaboration throughout the entire course. The parent is able to
advocate when they advocate and make decisions for the benefit of the child. Parents
contribution during the special education program is crucial for the child’s long-term
success (Hyatt, 2004).
Additionally, the Hispanic parents that participated in this study stated that they
were responsible in becoming involved in their children’s education such as decision
making. They shared that they didn’t believe that the school personnel were the only
individuals to make decisions for their child during IEP meetings. These Hispanic parents
indicated that they didn’t see school personnel as authority figures. They felt that as
parents they are responsible for ensuring their child is successful in their academics via
decision making during meetings. Reynolds et al. (2015) determined that Latino/Hispanic
parents are involved at home with their children. They found a construction of role, selfefficacy and life context in Latino parents deciding to contribute to their child’s
education. Hoover-Dempsey et al. (2005) explained that a parent’s role signifies how
they think about their position in supporting their children’s education. The Hispanic
parents who participated in the study displayed these types of behaviors. They
contributed to their children’s special education programming by advocating and taking
responsibility as parents to partake in their children’s education.
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The third research question asked how the Hispanic culture influences Hispanic
parent involvement or lack of involvement in the education of their children with
disabilities. First, the Hispanic parents who participated in the study indicated that they
were very much involved in their children’s education. The researcher was unable to
include a participant in the study who was not involved in their children’s special
education. When the five participants were asked if they believe that their Hispanic
culture influenced their involvement, they all quickly shared it didn’t. These Hispanic
parents believed that it was their duty as a parent to be involved in their children’s
education. One parent indicated that her involvement in her son’s education would ensure
that he was advocated for and lead to him becoming a successful adult. Hoover-Dempsey
et al. (2005) described parent self-efficacy as a principle that the parent can impact their
child’s outcomes positively. The Hispanic parents displayed self-efficacy by taking
responsibility as a parent. Durand’s study (2011) concurs by explaining that Latino
parents understand their role as being closely involved in the education of their children
despite any barriers.
The sub question inquired what cultural factors influence the involvement of
Hispanic parents in IEP meetings and decision making to benefit their child in education.
The answer to this question is mentioned in the earlier. The participants of this study
indicated that they felt that their Hispanic culture did not influence their involvement or
decision making. They believe that it is their duty as parents to become involved and
make appropriate decisions for their children. A participant shared that they did not that
her Hispanic culture played a role in her involvement. She respected her son’s teachers
and their information; however, it is her responsibility that her son becomes a successful
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adult. The parent declared that it was her duty to become involved in order to warrant that
her son is successful. She didn’t feel like her Hispanic culture influenced her
involvement, like the other participants.
Future Research Recommendations
There are a few recommendations for future research on the topic of Hispanic
parental involvement in special education. A recommendation would be to include
Hispanic fathers in a study of the same topic. There were no fathers included in this
study’s sample. Therefore, there were no Hispanic father perceptions about their
experiences with being involved in their children’s special education. This kind of insight
could share how the Hispanic culture influences fathers’ involvement or lack of
involvement in their children’s special education.
Also, this particular study lacked experiences from non-English speaking
participants. It is recommended that future studies of this topic strive to include Hispanic
parents who are non-English speaking. These individuals could give perspectives about
language barriers on working with their children’s school districts and the special
education program. It would display how non-English speaking Hispanic parents
experience their involvement or lack of involvement with their children’s special
education programming.
Conclusion
The purpose of the qualitative study was to understand Hispanic parents'
experiences with participating and contributing to the education of their children who are
in the special education program. The study investigated how Hispanic parents are (or are
not) involved in the special education of their children with disabilities by participation in
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the IEP process. The model developed by Hoover-Dempsey et al. (2005) provided
benefits for the researcher in understanding parental invovlement. The study consisted of
interviews with five Hispanic parents with children in the special education program at a
South Texas middle school. The data that the participants provided was analyzed and
grouped into themes. Those themes helped in answering the research study questions
posed for this study. The implications of the study indicated that Hispanic parents try to
collaborate with their children’s teachers by attending school functions, participating in
IEP meetings, and sharing contact information with teachers. When the teachers are
welcoming, the Hispanic parents feel like they can trust the school personnel; enough to
contact them to ask clarify questions or share concerns. The Hispanic parents that
participated in the study did not feel like their Hispanic culture influences their
involvement in their children’s special education. This revealed that Hispanic parents
display psychological motivators such as self-efficacy (Walker, Ice, et al., 2011). These
parents explained that it was their responsibility as parents to become involved in their
children’s education, including special education, to ensure that their child has everything
they need to be successful.
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Email to Special Education Teachers
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Dear Special Education Teacher,
My name is Ana Katrina Ramirez, your fellow special education colleague, and I
am a doctoral candidate at Nova Southeastern University (NSU) in Fort Lauderdale, FL.
As of now, I am working as a special education teacher providing intervention for grades
6-8. I have six years of teaching experience in the field of special education. The title of
the study is Hispanic Parent Experiences of Participation in Their Child’s
Special Education Programming.
I am seeking your help in communicating with the Hispanic parents you closely
work with on a daily basis about the study. I will provide you with information about the
purpose of the study and what is required of the parents. I seek to improve Hispanic
parent involvement in special education and what we, as special educators can do to
increase that as well.
Eligible participants will schedule a 60-minute interview with the researcher at a
time and location that is convenient for the parent. The one-to-one interview will
consistent of open-ended questions and will be recorded via audio recorder. The
participants will be expected to be transparent and open to sharing their experiences in
participating in Individualized Education Plan (IEP) meetings. All information collected
by the researcher will be kept confidential.
Please be advised that all participant information will be private and confidential
throughout the entire process. I have attached a document providing more in-depth
information about the study so that you may share with the parents. Should you have any
questions, please contact me.
Thank you,
Ana Katrina Ramirez, M.Ed.
Nova Southeastern University, Doctoral Candidate
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93
Title of study: Hispanic Parental Experiences of Participation in Their Child’s
Special Education Programming
Who is doing the study: Ana Katrina Ramirez, B.S., M.Ed. (Nova Southeastern
University, Doctoral Candidate)
What is this study about: The purpose of this study is to understand how Hispanic
parents' feel about participating in Individualized Education Plan (IEP) meetings and
their contribution to the education of their children who are in the special education
program at target school. The study will explore how Hispanic parents are involved in the
special education of their child with disabilities. It will also give an insight as to how
Hispanic parents feel about the school’s efforts for parental involvement in the education
of their children. Understanding the experiences and contributions of Hispanic parental
involvement in special education will assist in promoting and encouraging parental
involvement behaviors.
What will the participant be required to do: The parents will participate in 60-minute
one-to-one interviews with the researcher at a time and location convenient for the parent.
The interview will consist of open-ended questions. The interviews will be recorded
using an audio recorder.
Possible risks and discomforts: The research study involves minimal risk to the
participants. Parents may find some questions overwhelming, upsetting, or stressful. The
participant may leave the study at any time and will not be penalized. Information that
was collected before leaving the study will be destroyed 36 months from the end of the
study.
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Benefits of participating: There are no direct benefits other than finding information
from the study that will help in improving Hispanic parent involvement in special
education.
How will information be kept private: Information will be handled in a confidential
manner, within the limits of the law and will be limited to people who have a need to
review the information. Data collected will be kept in a password-protected computer.
Contact Information of the Researcher:
Ana Katrina Ramirez, B.S., M.Ed.
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Appendix D
Interview Questions
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Demographic Information
1. Tell me about yourself and your family:
(Follow-up questions)
• How many children do you have?
• What is your current marital status?
• What is your race?
• How many children do you have with an identified disability?
• What is the type of disability your child has?
• How old is your child who has a disability?
• How many adults (individuals over 18 years old) are there in the household
who provide care for your child(ren) who has/have a disability?
• How many years have you been involved with the special education system?
• Does this child receive special education services through an Individualized
Education Plan (IEP) or Individualized Family Service Plan (IFSP)?
2. Can you tell me about your level of involvement with your child who has a
disability?
(Follow-up questions)
• In your current job, do you have flexibility to attend IEP meetings and/or
volunteer in your child’s school/classroom?
• Can you tell me about your experiences with the IEP (or IFSP) meetings?
• In your opinion, do you feel that you are encouraged to be an active
participant at IEP meetings? If so, how is this done?
• Can you tell me about your involvement with your child at home?
• How did you come to the decision regarding your level of involvement at
home and in school?
3. Can you tell me how you have come to learn about the special education system?
(Follow-up questions)
• Have you ever attended any type of parent training or conference about
parenting a child with a disability? If so, can you please describe your
experiences?
• What have been your experiences with understanding the special education
system?
• Do you feel you have the opportunity to learn more about the system through
your child’s school?
• If you do not understand something about your child’s education or the law,
how do you go about gaining such information?
• How confident do you feel in understanding all of the information that is
presented to you in IEP meetings that you have attended?
• How confident do you feel in understanding all of the paperwork you need to
sign in IEP meetings?
4. Can you tell me more about your relationships with your child’s
teacher/educational team over the years?
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(Follow-up questions)
• What are some strategies that worked when you had really strong
collaboration with your child’s teachers/educational team?
• What are some patterns you saw when you did not have strong collaboration
with your child’s teachers/educational team?
• How do you feel your child’s teachers welcome you as a team member?
• What type of practices has assisted you with collaborating with your child’s
teacher and ultimately working with your child?
• What, if any, barriers have prohibited you from collaborating with your
child’s teachers?
5. How does your culture influence your involvement in your child’s special
education?
(Follow-up questions)
• How does your culture influence your involvement in your child’s education?
• How do you feel about information in IEP meetings being translated into
Spanish for you (if only speak/understand Spanish)? Do you feel that
everything is translated for you by the school personnel?
• How do you feel about school personnel making decisions about your child’s
education? Do you feel like can’t make decisions because of school
personnel?
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Themes Developed From the Data
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Trust in Teachers/School
Personnel
L: “She was like talking to me
about the improvement he
needed in reading. And then
she'll be like when Eddie reads
something he understands
black and white. Like if it
says, uh, the kid this. That's
just how he's going to
understand it. He doesn't like,
yeah, and then I'm like. All
those things it's like she she
teaches me how to understand
how to why he has some
reactions so then it's like.”
D: “I would learn from them
'cause they would give me, you
know, like this is how he's
doing and then I'm like it. It's
like it would all connect. It's
like a puzzle 'cause I would
tell him you know. Yeah, I
understand he's having
trouble and this because at the
house he does this and this and
this and it's like yes. So then
he's it's like it all we needed
each other. We had to work as
a team so that's why I felt like
I would always tell him.”
D: “she would give me like a
complete explanation that
should help because their
mind works like this and I'm
like, no wonder.”

D: “their teachers and you are
the ones that are most
involved with them, you have

Themes
Familiarity/Experience with
IEP Information and
Meetings
L: “It would all make sense, it
would all make sense.”
L: “He's at risk of if I'm not
there”
D: “…when he was in
elementary I had to work, so I
had a job. Yeah, but still I
would make for the IEP
meetings. I would have a lot of
contact with Miss Menendez
and after that she left what the
following teachers. It's like I
always try to.”
D: “I think we’re always
learning. I’m never gonna stop
learning because every year it's
like something new.”
D: “I mean I'm trying to
understand and then I'll ask.
Oh, OK, like what do you mean
by that? And they'll try to
explain a little bit and I'll
understand it a little bit.”
D: “I'm trying to learn I I
learned from her and then I
learn I feel like there's a lot I
can learn from them,”

Culture Influence and
Involvement
C: “then I would say like
maybe it's just that I give him
too much attention”
C: “I think it's seeing the
need of your child that he's
not developing like the other
kids.”
L:” por un momento te
quieres bloquear y dices mi
hijo nunca va tener una vida
normal but then you start
seeing and you and it's what
motivates you that you see
that growth and you see that I
need to get involved. I need to
see what kind of help is there
that that that he could get”
D: “I feel more confident
when I get to speak to every
teacher individually”
D: “, I think one of the
strategies would be, uh, since
the beginning, you know, like
uh, I go to open house or I go
to meet the teacher night”

D: “I feel very welcome,”
D: “they're always trying to
advise me and they always give
me their point of view. So then I
feel like. They gave me that, uh,
me dan valor. Como like I, I can
speak up. I have a right”

D: “I find that I've I've had
good meetings that teachers and
have always been very nice and

D: “it's it's like our like our
legacy type of thing. You
know, like if we’re not there
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a better understanding of
what’s gonna help them from
progress in in his grade level”
D: “I rely a lot on his on his
teachers and and and you guys
are the ones that are, you
know, in your expertise to best
advise me in what's Daniels
best path.”
D: “Yes, I I'm comfortable
because I I believe that at the
end you know everybody is
working for Daniel's best
interest.”
D: “you guys are with them
for the majority of the days
and and you know it is your
your your field of study is to
be there with the kids. So like
I said with sometimes with
Daniel’s accommodations I do
rely on what the teachers and
you guys are saying because
you know that that is what you
guys are specializing in. I
don't think necessarily it's a
culture.”

D: “I would ask the special
education teacher. If I
wouldn’t, if I don't
understand.”
D: “That's how I feel like I
have a lot of communication
with teachers that me I had
that I go and talk in person in
phone. OK, yes, it'll it'll be.
It'll work too, but it's more
like in person.”

willing to explain stuff
whenever I didn't understand
like what was going on and
what was in Daniel's best
interest”
D: “I think I'm learning as I go
because you know each year is
different and. And it's really,
you know, just learning as I go
with Daniel and seeing you
know what what works best for
him.”
D: “I think in the beginning it
was when it was more harder
and now that he's been in it in a
couple of years I I think I have a
better understanding with his
accommodations”
D: “Yes, if I don't understand
that I I will ask and and and
they're the everybody in the
meeting one of them won't will
always explain to me what what
the, what the word is or or what
the program that he's going into
mean”

D: “At the beginning it was
confusing, porque I wouldn't
understand, like, uh. When they
would tell me. In his I forgot
right now like to. Like they
were going to help him with.
Well, how do you call that?
They're … I have it pero se me
olvido [accommodations].”

[their] future so you know I
want to make sure that he has
the best help and anything
that he needs to, you know be
able to become a successful
adult and not be depending”
D: “They’ve been really good.
I mean, I know sometimes
you guys are busy. There's a
lot of kids and they you know
they. I can't get a text and
expect it in 5 minutes. But
you know they've all reached
out to me and they've all you
know helped you know with
whatever issue Daniel has
been having at the moment.”
C: “know sometimes you guys
are busy. There's a lot of kids
and they you know they. I
can't get a text and expect it
in 5 minutes”

D: “I was very involved even
with the doctors.”
D: “Well me actually going in
person to talk to the teachers”

D: “That if I feel confident?
Now now I do.”

D: “No, I do. I do because I do
feel confident because I mean
you guys explain like every
page and what am I I when
I'm signing so yeah.”
D: They've been very good.
Very uh. I mean it. Everybody
has put a lot of effort into all
four children and they have

D: we get training through the
the the agency and then also
through therapy. We I sit with

D: I like to be involved
because I want to know like
what's going on with them.
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seen their growth
academically. So yes, I'm, I'm
very grateful for the help that
we've had.
D: Well, we have each others
cell phone, so we text back and
forth email, you know, let's
say one of them. They're like
Eric that really good this
month he got at Billy Food
student on the month and they
send me pictures of that, you
know, so we try to stay in
touch with each other, you
know, via text or or through
messenger or, you know, the
WhatsApp just to kind of keep
in touch with what's going on.
D : I mean, there's parts
where I can't get involved
academically because there's
stuff that I just don't
understand.

the kids and we kind of go over
a little bit of everything. So I try
to be as involved as I can with
them. And then yeah, once I see
the improvement, I kind of back
off because I don't want to
stress them out either.
D: I do and I also do a lot of uh,
Googling. Uh, I do my own
research, you know, to see
what? What help is out there
for them.
D: I do. I mean, I do ask
questions and I do. We go over
like, you know, you know what
about if you give her additional
help here or additional help
there. So I try to get as involved
as I can with them and we go we
both kind of you know give get
feedback from you know to see
what's gonna work for them.
D: I mean, if if if there's a word
that I don't understand, I'll ask.
What does that mean or if there
is, uh, describing something
initials or, you know, something
to word that were there sure,
you know, abbreviating.

D: Uh, you know, always ask
[them] him, like, if they have
homework, make sure that
you know they have tutoring,
that they they stay for
tutoring, that the homework
is done when they get home, if
they have any homework.
D: We've dealt with most of
the stuff we do, talk about
feelings, and when they're
angry, you know, I mean, I
always let them know that it's
OK to be angry. There's no
there's nothing wrong with
being angry. It's just the way
they handle when they're
angry to make sure not to
hurt anybody.
D: we sit down and we
discuss, you know, what was
done. And I always try to
make them remember, you
know, feel what the other
person felt so that they know,
you know, that what they do
does impact the other person
and put themselves on the
other persons place.
D: , I want them to be
successful and and you know,
I mean at the same time, you
know, that also helps us
school so that they can get
better grades. And of course
that that also reflects on the
school. So it's, you know it's
it's we are trying to do the
best that we can for the kids.
D: I hear from her, you know
where parents are like. OK,
well, the kids are at school.
They are your responsibility.
Like, no, that the parents are
responsible, you know. And
it's our job to, you know, to to
teach the kids between right
and wrong.
D: I always try to be as
involved as I can with them. I
know in our culture, you
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know, it is. It's just like once
they're off, just go. That's
your responsibility. And I
I'm. I don't. I don't believe in
then I guess because my
daughter is a teacher. So I see
how you know.
D: She, you know, just to
share with me information
that happens and I'm like,
you know, that's not right.
You know, if the parents have
to also own up to their part of
it.
D: I also wanna be part of of
what's going on and if there's
changes being made and you
know, I just, I need to be
notified.

D: They’ve been really good.
I’ve had good experiences.
Teachers are always very
welcoming and very open to,
like, answering any questions I
may have or other really good
about letting me know what
their experience with Nicholas
has been. A lot of the time, this
positive, sometimes it's not so
positive, but they're always
still quoting letting me know,
like just being real about it,
but kind of also letting me
know, hey, you know what?
Don't worry.
D: Well, it hasn't been
overwhelming because, I
mean, I did whatever. If I have
questions that you guys do a
answer for them for me. And
so I mean I didn't know
everything, but whenever I,
uh. Whenever I have questions
they always usually answered
by someone. So it's not
overwhelming at all.

D: To attend the IEP meetings,
yes. Yes. Yeah, I usually attend
in person. Well, I think like the
last couple times we did over the
phone, yes. But usually either
try to go in person or over the
phone. But yeah, I have time to
do the meetings. I don't skip
them altogether.
D: Oh yes, I fell welcomed and I
can be vocal
D: I mean, I feel like I can make
decisions that if I ever feel like
I've never had to question
anything, but if I do ever have
any questions or or are not sure
about something, I would speak
up.

C: Well, I mean, I'm his
mom, so I'm the one that runs
after him. But he lives. We
live with my mom and dad.
D: No, I've never had a
problem like I always speak
my mind and they always let
me and they're always answer
my questions.
D: And then like… if he had
like any projects do but we
find a little overwhelming. Or
we’re not sure what to do or
whatever? Then I'll help him
with that stuff. But now we're
pretty much does his
homework on his own. I don't
even have to even get after
him to do his homework
D: I was kinda like doing
what I can. I’m not as
involved as I would like to be.
I really wish I had time to be
more involved as far as like
going to the report card night
or parent meetings or like I
don't always get to go to
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D: I feel like I can come to you
[teachers] because you're the,
you know, or or whatever kind
of this task. It's homeroom
teacher. He knows, like, oh, I
need to contact or whatever
like that. That's probably the
route I would take.
D: Well, I just basically if I
have any questions, I just
reach out you know the
teachers. And they give us
their numbers. So if I ever feel
like I don't understand
something about a project or
which I have done before or
like it or if I see that makes
having because there's been a,
there's been a couple times
where the project I think in
my opinion is kind of a little
complicated for next
understand. So they'll kind of
like modify it for him

report card night and stuff
like that because right now if
I get work I have to work
because with everything
that's going on I don't know
how long.
D: No, I don't feel. I mean, I
do feel I respect teachers and
I believe that, you know, I
know, I know there's certain
boundaries, but I never feel
like, Oh my gosh, I can't
questioned their authoritie if
I think they're doing
something wrong or Oh my
gosh, I can't say it speak my
mind because, you know, like,
I I don't want to overstep
boundaries. I don't feel like
that. I just. I feel very
comfortable.

